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ABSTRACT
TEACHER ATTITUDES TOWARD THE PROFESSIONAL EVALUATION PROCESS
by
SANDRA LEIGH SANDERS
This study identified teacher attitudes toward the 
professional evaluation process as preparation for moving 
from the current traditional process toward a more authentic 
process.
The descriptive study utilized survey methodology. The 
Teacher Evaluation Survey, developed by the researcher, was 
administered along with a demographic data sheet to a 
stratified random sample of 475 public school teachers in 
the Sullivan County Tennessee school system, A 60% return 
rate was obtained.
Analysis of the data, collected to answer the five research 
questions and ten hypotheses, revealed the following: 
Teachers feel that the current evaluation process closely 
resembles a competency-based process and that the ideal 
process is more authentic in nature. Significant 
differences in teachers' attitudes toward the two processes 
were noted for all survey items except one. Teachers did 
not agree with using student test scores as a source of data 
for evaluation in either process.
Recommendations were made to alter the current process to 
include a portfolio. Additionally, a rubric for evaluating 
the portfolio would need to be developed for the system. 
Practical examples of portfolios should be presented to 
administrators and teachers as models. School 
Administrators as well as teachers should participate in 
professional development to help them learn methods and 
advantages of personal reflection as it relates to 
professional growth.
Establishment of an ongoing dialogue between school leaders 
and teachers was recommended to foster a more professional 
atmosphere and to attempt to make evaluation a process that 
continually grows and changes along with those whom it 
evaluates.
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CHAPTER 1 
INTRODUCTION
Background for the Study 
The concept of authentic assessment contrasts with 
traditional evaluation methods and promotes individual 
assessment, taking into consideration the background, 
personality, and life experiences of the individual. 
Authenticity recognizes and rewards growth over time rather 
than ability to perform correctly on a prescribed testing 
situation. It also requires reflection from several sources 
including both the evaluator and evaluatee. Authentic 
assessment has its basis in reality, fairness, and justice, 
not in standardization of knowledge and abilities. As a 
result, persons are accepted as individuals and are judged 
on their abilities and knowledge at a given point in time, 
assuming that, as living organisms, they will continually 
experience growth and change (D’Arcangelo,M. & Kieman, L. 
J., 1991; Herman, J. L., 1992; Herman, J. L., Aschbacher, P. 
R., & Winters, L., 1992; Perrone, V., 1991; Wiggins, G., 
1992) .
Traditional methods of teacher evaluation lack 
authenticity. Darling-Hammond and Goodwin (1993) and Duke 
(1993) suggest that most widely accepted methods concentrate 
on achievement of minimal standards rather than on continued
1
growth and learning. Little concern is given to "the 
appropriateness or effect of these actions, to long-term 
results, or to the specific context being observed"
(Darling-Hammond & Goodwin, 1993, p. 43).
Duke (1993) states, "When the evaluation of experienced 
teachers is based, year in and year out, on the same set of 
basic teaching competencies or performance standards, the 
standardization of practice--rather than professional 
growth--becomes the chief focus of attention. . . .  If 
there is a less meaningful ritual for the vast majority of 
experienced teachers, it would be hard to find" (p. 703). 
Teachers are rarely required to be concerned with reflection 
on their own practices or with matters of ongoing 
professional growth. For teachers in one grade or area to 
be evaluated on the same basis as teachers in another grade 
or area offers little incentive for either to grow 
professionally.
"Professional organizations must have effective 
mechanisms that help inform practitioners about their work 
and provide opportunity for consultation, reflection, self- 
assessment and continued improvement" (Darling-Hammond & 
Goodwin, 1993, p. 42), If teachers are to see themselves 
and be perceived by the public as true professionals, it 
follows that the assessment of their performance should be 
more authentic in nature. The implementation of a portfolio 
system of evaluation for teachers provides an opportunity to
3institute more authentic practices while improving the 
professional image among teachers themselves and the public. 
Wolf (1991) states, "In ways that no other assessment method 
can, portfolios provide a connection to the contexts and 
personal histories of real teaching and make it possible to 
document the unfolding of both teaching and learning over 
time" (p. 129). Additionally, portfolios embody "an 
attitude that assessment is dynamic and that the richest 
portrayals of teacher (and student) performance are based on 
multiple sources of evidence collected over time in 
authentic settings" (Wolf, 1991, p. 130).
Costa, Garmston, and Lambert (1988) set the portfolio 
development wheels into motion by suggesting evaluation 
based on "diagnosis and assessment of the teacher's capacity 
for self-modification" (p. 150). In the Teacher Assessment 
Project (TAP) of Stanford University (Wolf, 1991), research 
involved compiling portfolios designed to "provide direct 
evidence of what a teacher knows and can do" (Wolf, 1991, p. 
130). Regan (1993) says that, for experienced teachers, the 
objective is to "stimulate deep and meaningful professional 
development" (p. 279). Perkins and Gelfer (1993) and Burke, 
Fogarty, and Belgrad (1994) indicate additional purposes for 
collections of documentation. First, portfolios can enable 
instructors to become more organized by causing them to 
collect and categorize data within manageable domains. 
Secondly, portfolios can vividly illustrate progress and
innovation. Finally, portfolios contain information which, 
through reflection, can enhance performance and, thus, 
improve the educational program. These collections may 
"build confidence, commitment, and enthusiasm among the 
faculty" (Perkins & Gelfer, 1993, p. 236). Adams and Hamm 
(1992) summarize by saying "Portfolios allow the individuals 
represented to become aware of their own learning history 
and to become directly involved in assessing their progress" 
(p. 103).
Currently, the mandated teacher evaluation method in 
the state of Tennessee is the Tennessee Instructional Model 
basic competencies evaluation or a state-approved, locally 
developed variation, for which the chief source of data is 
the classroom observation. The optional Career Ladder 
evaluation model incorporates data from a variety of sources 
in addition to the classroom observation. The 
implementation of national certification from the National 
Board for Professional Teaching Standards will require data 
from still more sources. The complexity of the problems 
with teacher evaluation mentioned by Darling-Hammond and 
Goodwin (1993) and Duke (1993) is magnified by the variety 
of standards on which teachers might be assessed.
Therefore, the implementation of a professional portfolio 
may be advisable, if not necessary, for maintaining high 
expectations for teachers from the evaluation process.
School systems will be left to determine their own model,
5deciding for themselves specifically what information they 
want included in teachers' portfolios and the standards set 
for the evaluation of such a document.
Statement of Problem 
System administrators in Tennessee are required to use 
the Tennessee Instructional Model {or a state-approved, 
locally developed model) and Career Ladder evaluation 
processes for assessing teachers. The addition of the 
standards currently being created and implemented by the 
National Board for Professional Teaching Standards may 
affect or alter these processes. More traditional 
competency-based processes may give way to more authentic 
processes in which the portfolio will be an integral part.
Purpose of Study 
The purpose of this study was to investigate attitudes 
of experienced teachers concerning the current evaluation 
process used to assess them as professionals as compared to 
their concept of an ideal evaluation process.
School systems may find it advisable or necessary to 
alter their current evaluation process to include the 
teacher portfolio. Such alterations will necessitate 
informing teachers of the new or altered processes and 
encouraging teacher participation. Knowledge of teacher 
attitudes is a prerequisite for providing pertinent and
meaningful development programs and also for effective 
implementation of new or altered evaluation methods 
(McBride, Reed, & Dollar, 1994; National Staff Development 
Council, 1993),
Research Questions
1. What attitudes do experienced teachers possess toward 
the purposes of their current evaluation process as opposed 
to an ideal process?
The following hypothesis in the research format was 
related to this question:
Ht: There is a significant difference in teachers1
attitudes toward the purposes of the current evaluation 
process as opposed to an ideal process.
2. What attitudes do experienced teachers possess toward 
the standards used in their current evaluation process as 
opposed to an ideal process?
The following hypothesis in the research format was 
related to this question:
H,: There is a significant difference in teachers1
attitudes toward the standards used in the current 
evaluation process as opposed to an ideal process.
3. What attitudes do experienced teachers possess 
concerning sources of data used in their current evaluation
process as opposed to an ideal process?
The following hypothesis in the research format was 
related to this question:
Hj: There is a significant difference in teachers'
attitudes toward the sources of data for the current 
evaluation process as opposed to an ideal process.
4. What attitudes do experienced teachers possess with 
regard to having personal input into their current 
evaluation process as opposed to an ideal process?
The following hypothesis in the research format was 
related to thiB question:
H«: There is a significant difference in teachers'
attitudes toward personal input into the current 
evaluation process as opposed to an ideal process.
5. Is there a correlation between the attitudes of 
experienced teachers toward the current and ideal evaluation 
processes and the following: educational attainment,
classroom experience with portfolios, and previous 
experience with reflective writing?
The following hypotheses in the research format were 
related to this question:
H„: There is a correlation between the attitudes
of experienced teachers toward the current evaluation 
process and educational attainment.
HSb: There is a correlation between the attitudes
of experienced teachers toward the ideal evaluation 
process and educational attainment.
H,0: There is a correlation between the attitudes
of experienced teachers toward the current evaluation 
process and classroom experience with portfolios.
Hsa: There is a correlation between the attitudes of
experienced teachers toward the ideal evaluation 
process and classroom experience with portfolios.
Hj,: There is a correlation between the attitudes of
experienced teachers toward current evaluation 
process and previous experience with reflective 
writing.
Hst: There is a correlation between the attitudes of
experienced teachers toward the ideal evaluation 
process and previous experience with reflective 
writing.
Significance of Study 
If evaluation is to be effective and successful for 
experienced teachers, the process must be designed to gather 
data from a variety of sources which assess a variety of 
standards. Teachers in a school system must be informed of 
the process. Also, having the opportunity to provide input 
into its development will increase teachers' receptivity and 
feelings of ownership in the process (Watson, 1994). Since
the chief purpose of evaluation for experienced teachers 
should be professional growth and personal “stretching" of 
the individual rather than the accountability presently 
emphasized (Duke, 1993), teachers must be allowed to have a 
voice in its development. Awareness of teacher attitudes 
toward their evaluation process is an essential part of 
judging a system's present evaluation practices and 
preparing for alteration of those practices or 
implementation of an entirely new process (McBride, Reed, & 
Dollar, 1994}.
Assumptions of the Study
In order to conduct this study the following 
assumptions were made:
1. Teachers who have been granted tenure have achieved 
basic teaching competencies.
2. Portfolio evaluation leads to greater self- 
assessment and reflection than traditional basic-competency 
evaluation.
3. Allowing teachers input into development of an 
evaluation process will result in more positive attitudes 
toward implementation of the process.
Limitations of Study
This study was limited to a sample of 475 experienced 
classroom teachers in the Sullivan County (Tennessee) School
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System. Stratified random sampling provided proportional 
groups of elementary, middle school, and high school 
teachers from the system.
Because competency-based evaluation is currently used 
in the Sullivan County system, the depth of teachers' 
experience and knowledge concerning authentic evaluation 
methods and portfolio use was limited. The study was also 
limited in that it was specifically applicable to the 
Sullivan County system, although other area systems may gain 
insight into possibilities for their own use from the 
presentation of information.
Finally, the study was conducted during the 1995-96 
school year, and, thus, was limited to the population of 
experienced teachers at that time.
Definition of Terms
Authentic_J^ssessment--Assessment intended to judge 
teachers as individuals based on their abilities and 
knowledge at a given point in time. Authentic assessment 
assumes continual growth and change to be characteristic of 
teachers. Characteristics of authentic assessment include 
"meaningful tasks, multiple assessments, quality products, 
higher-order thinking, positive interaction, clear tasks and 
standards, self-reflections, transfer into life, and
IX
integration of knowledge" (Burke, Fogarty, and Belgrad,
1994, vii).
Competency-Based Teacher Evaluation--A category, sign, 
checklist, or rating scale system of evaluation. This 
Bystem has preset categories. The focus is general and 
samples behaviors, events, and processes that occur within a 
given time period. Selected behaviors may be tallied, 
represented numerically, rated, or recorded using 
transcription. The chief advantage of a competency-based 
system is that it allows the evaluator to accumulate 
evidence across a wide range of classrooms without regard to 
individual variations within classrooms (Weade & Evertson, 
1991) .
Holistic Evaluation--Evaluation based on the theory 
that the whole is greater than the sum of its parts.
Holistic evaluation, then, is based upon a variety of 
evidentiary data.
Ideal Evaluation Process--For the purposes of this 
study, an ideal evaluation process is one which embodies the 
characteristics of authentic assessment.
Model--An example to be imitated or compared.
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Portfolio--A compilation of a variety of forma of 
evidence of an individual's knowledge, progress, and 
achievements. The portfolio fosters awareness of one's own 
learning history and direct involvement in assessing one's 
own progress through selection of contents, input into 
criteria for selection and for judging merits, and evidence 
of self-reflection. {Adams & Hamm, 1992; Burke, Fogarty, and 
Belgrad, 1994; and Duke, 1993),
Professional growth— "Acquisition of new knowledge" 
which is then transformed "into the development of the 
individual. It is qualitative change, movement to a new 
level of understanding, the realization of a sense of 
efficacy not previously enjoyed" (Duke, 1993, p. 703) . It 
may also be defined, according to Duke, in the same way 
"individual excellence" was defined in A Nation at Risk: 
'"performing at the boundaries of our abilities in ways that 
test and push back personal limits'" (Duke, 1993, p. 703).
Reflection--Oral or written communication in which 
individuals identify their thoughts and their understanding 
of those thoughts. Additionally, individuals will identify 
actions taken as a result of their thoughts.
Rubric--Set of characteristics intended to serve as 
standards for evaluative purposes.
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Standard--Unit for measuring the critical aspects of 
exemplary teaching practice in an objective and quantifiable 
manner (Eisner, 1995; rational Board for Professional 
Teaching Standards, 1994).
Overview of Study
The study was organized into five chapters. Chapter 1 
contained the introduction, statement of problem, 
significance of study, research questions, limitations, 
definitions, and organization of the study.
Chapter 2 reviewed related literature in five 
areas: Tennessee Instructional Model and Career Ladder
Evaluation Processes, Problems with Competency-Based Teacher 
Evaluation Processes, Professional Teaching Standards, 
Principles of Authentic Assessment, and A More Authentic 
Teacher Evaluation Processes.
Chapter 3 presented the instrumentation and research 
methodology used in the study.
Chapter 4 presented the analysis of data and reported 
the findings.
Chapter 5 presented a summary of the study with 
findings, conclusions, implications, and recommendations.
CHAPTER 2 
REVIEW OF LITERATURE
Introduction 
The purpose of this chapter was to review the 
literature and research related to the Teacher Evaluation 
Process. The literature for the Teacher Evaluation Process 
was concerned with five areas. The first was a description 
of the Tennessee Instructional Model and Career Ladder 
Processes currently in use in Tennessee. The Tennessee 
Instructional Model is essentially a competency-based 
evaluation process, a process which has come under fire as 
inadequate for experienced teachers. A discussion of 
Problems with Competency-Based Processes comprised the 
second area. In addition to these problems, efforts have 
begun to make the teaching profession more "professional." 
The National Board for Professional Teaching Standards 
(NBPTS) has implemented standards for certification in some 
subjects and levels with other subjects and levels currently 
in pilot stages. Tennessee's inclusion of any professional 
standards will necessitate the rethinking of current 
evaluation processes to incorporate additional standards. 
Professional Teaching Standards were diBcussed in the third 
section. Suggestions for solutions to the problems with the 
evaluation process involve implementation of more authentic
14
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assessment methods. The fourth section was concerned with a 
description of Principles of Authentic Assessment which have 
been forerunners of the movement for alternative teacher 
evaluation methods. Section five described the application 
of A More Authentic Teacher Evaluation Process, The summary 
detailed the relationships among the concepts.
Tennessee Instructional Model 
and Career Ladder Evaluation Processes 
In the early 1980’s, Tennessee gained widespread 
acclaim for its efforts in school reform. Then-governor 
Lamar Alexander introduced the Better Schools Program--an 
effort to restructure virtually every aspect of public 
education as it existed in Tennessee. Among the components 
of the BSP were the Tennessee Instructional Model (TIM) and 
a revised method of evaluation for teachers which included a 
Career Ladder for those with varying levels of expertise, 
experience, and service. All teachers were required to be 
evaluated at the local level by the state model for 
evaluation or by an approved model developed by the local 
system. Levels I, II, and III were optional for experienced 
teachers. Local school systems were at liberty to add to 
the state model but not to subtract from it. The TIM model 
was competency based. All teachers in the state were 
required to employ the model in their classrooms and to be 
evaluated according to its domains for local evaluations and
16
admission to Level I status.
TIM covered and provided instructions for four domains 
of competence: planning for instruction, teaching 
strategies, evaluation of instruction and student progress, 
and classroom management. The model itself began with 
instructional objectives which stated the learning to be 
acquired and the behavior desired from students. 
Additionally, these objectives might contain any conditions 
and performance levels inherent in the lesson or in the 
students.
In the second part of the model, the teacher was to 
label the learning and involve all students in the process. 
As a means of involvement, the teacher was to relate the 
day's learning to that of the previous day or lesson and to 
relate the learning to real life experiences.
The third section of the model involved the process of 
instruction. A prescribed process for instructing--I111 
show you; I'll help you; you show me--was inherent in the 
model. Following the actual instruction, the teacher was to 
monitor the students for understanding of the lesson's 
concepts and to reteach them if necessary. Retention was 
enhanced through supervised practice and the verbalization 
of the concepts learned during the lesson. Optionally, the 
teacher might provide independent practice and enrichment 
(Tennessee State Department of Education, 1984).
While all non-tenured educators were initially required
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to participate in the Career Ladder program and were issued 
special Career Ladder Certification, in 1987 legislation was 
passed to change the Career Ladder making it an option for 
all eligible educators. Though a license is still required 
for all employees, the Career Ladder Certification is now 
optional and in addition to a Professional License. Salary 
supplements are provided for those who attain any of the 
three levels on the ladder (Tennessee State Department of 
Education, 1994).
As a result of these legislated amendments to the 
program, many systems have chosen to create their own models 
for teacher evaluation. While these are still based on 
TIM, they may vary from system to system as long as they are 
approved by the Department of Education.
State licensing for teachers consists of three levels: 
Probationary, Apprentice and Professional. The Career 
Ladder Program is open to teachers who receive the 
Professional license. All Career Ladder Certificates are 
issued in addition to the Professional Certificate for a 
period of ten years, and teachers may apply for renewal if 
they do not wish to progress further up the ladder or if 
they have attained Level III.
Level I is an option to teachers during their fourth 
year of experience. Local evaluations must be conducted 
three times during the ten-year period and a state review 
must be conducted by the end of the tenth year. A salary
18
supplement o£ $100 per month of the ten-month contract is 
awarded to Level I Teachers.
Teachers may apply for Level II during their eighth 
year of experience. Initial evaluations are conducted by 
the state using a peer or administrator/peer model. An 
interim evaluation midway through the ten-year period may be 
conducted locally or by the state. A salary supplement of 
$200 per month of a ten-month contract iB awarded to Level
II recipients. Level III is optional to teachers in their 
twelfth year of experience. Evaluation requirements are the 
same as those for Level II; however, Level III teachers 
receive a salary supplement of $300 per month of a ten-month 
contract.
Since the 1985-86 school year, each local system has 
determined specific needs and offered extended contract 
opportunities to Career Ladder participants. Level II and
III teachers receive priority for working an additional 
two-, four-, six-, or eight-week contract. Those who choose 
to work receive an additional $2,000 for each month of the 
extended contract period (Tennessee State Department of 
Education, 1994).
The Career Ladder evaluation process encompasses six 
domains: planning for instruction, teaching strategies,
evaluation of instruction and student progress, classroom 
management, professional leadership, and basic communication 
skills (see Appendix A). Both research and teacher
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responses were considered as these domains were determined.
The importance of the process lies in the fact that 
Career Ladder evaluations are optional for teachers holding 
Professional Licenses, and the competencies being evaluated 
are generally more far-reaching than those assessed in the 
TIM classroom observation. In the 1984 version of the 
Career Ladder program, portfolios were an integral part of 
the process. However, they were only one component of an 
extensive series of data sources, and no sufficient method 
of evaluating the portfolios existed. They were as time 
consuming to evaluate as they had been for the teachers to 
compile. Thus, the portfolio was suspended as a source of 
data. A variety of sources still exists, however--some of 
which might be more easily displayed in portfolio form if a 
satisfactory method of evaluation could be developed. (See 
Appendix A for the "General Education System Competencies 
and Indicators with Measurement Statements" and "General 
Education System: How Information Is Obtained about 
Competencies and Indicators" used in Career Ladder 
Evaluations.}
Problems with Competency-Based 
Teacher Evaluation Processes 
Tennessee was a front-runner in efforts to reform 
teacher evaluation with its Better Schools plan and Career 
Ladder concept which were introduced in 1983-84. However,
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the state's TIM evaluation plan for the local instrument 
more closely resembles standardization than an authentic 
assessment* for it is competency based. No doubt 
Tennessee's original model was never intended to be 
immobile* for it was intended to encompass the areas of 
planning, classroom management* instructional strategies, 
evaluation of studentB* and instructional leadership 
(Tennessee Department of Education, 1984). However, "when 
the evaluation of experienced teachers is based* year in and 
year out, on the same set of basic teaching competencies or 
performance standards, the standardization of practice-- 
rather than professional growth— becomes the chief focus of 
attention" (Duke, 1993, pp. 702-703). Immediately upon 
being introduced to the Tennessee Instructional Model, 
teachers' cries were heard throughout the state--cries 
proclaiming that the educational process was being 
transformed into an assembly line and that good teaching 
could not be forced into following a prescribed pattern 
every day. In short* teachers rebelled, and by 1987, the 
process had been reconsidered and changed. Yet the 
classroom observation with its checklist of "did's" and "did 
not's" remains the primary source for data in evaluating a 
teacher.
Indeed, traditional teacher evaluations throughout the 
United States have been based on a checklist of performance 
standards. Each standard is considered as important as the
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next, and all teachers, no matter the subject matter or 
grade level, are assessed equally on those standards. 
Traditionally, the principal (or his designee) is solely 
responsible for conducting observations for data-gathering 
purposes, and at the end of the year, a summative evaluation 
conference is conducted with a copy of the results being 
placed in the teacher's personnel folder (Duke, 1993}. 
Darling-Hammond and Goodwin (1993) refer to such evaluations 
as a "perfunctory, routine exercise of little utility to 
teachers or school districts...." (p. 42),
If there is a less meaningful ritual for the 
vast majority of experienced teachers, it would 
be hard to find. The idea of evaluating all 
competent teachers every year according to a 
common set of performance standards that, at 
best, represent minimum or basic expectations is 
little short of an institutionalized insult.
Teachers and administrators both know that these 
evaluations are a terrible waste of time and 
energy (Duke, 1993, p. 703).
Langolis and Colarusso (1988) concur saying that "teachers 
who are good at what they do also would appreciate 
evaluations that reinforce their successes, point out their 
weaknesses, and offer suggestions for expanding their 
repertoire of teaching strategies" (p. 32). Darling-Hammond 
and Goodwin (1993) cite the amount of control and limited
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expertise held by the evaluator, the small number of 
observations, and the standardization of the process as the 
major problems inherent in any competency-based system of 
evaluation.
Rosenberger (1991) suggests that negative attitudes 
toward evaluation are based upon the arbitrary selection of 
evaluative criteria which have generally been developed in 
places other than the system in which they will be used. In 
addition, these criteria are often used in circumstances 
other than those for which they were intended. In other 
words, the system rarely develops its own system-specific 
and circumstance-specific criteria.
Tennessee's teacher evaluation system was, indeed, a 
front-runner in appraisal reform, yet a living evaluation 
system requires constant review and revision. Though the 
areas originally encompassed by TIM and Career Ladder 
assessment are still valid, the data-gathering methods 
should be constantly reassessed to ensure that the most 
complete and accurate information is being obtained. 
Otherwise, professional evaluation becomes redundant and 
fails to produce growth and change.
Professional_Teaching_Standards 
Michael Fullan (1993) defines an effective professional 
teacher as follows:
M...a career-long learner of more sophisticated
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pedagogies and technologies...able to form and 
reform productive collaborations with colleagues, 
parents, community agencies, businesses, and 
others...equally at home in the classroom and in 
working with others to bring about continuous 
improvements" (pp. 16-17).
Envisioning recognition of teachers for their developmental 
perspective on the range of students they teach and the 
knowledge they impart to those particular students, the 
National Board for Professional Teaching Standards began 
devising a professional certification process for educators 
in 1989. Thirty certificates, based upon subject and 
"student developmental level" (National Board for 
Professional Teaching Standards, 1994, p. 1) were planned. 
Standards were aligned with the board's "policy statement 
What Teachers Should Know and Be Able To Do" (National 
Board..,, 1994, p. 3) and were based on five propositions:
(1) Teachers are committed to students and their 
learning.
(2) Teachers know the subjects they teach and how to 
teach those subjects to students.
(3) Teachers are responsible for managing and 
monitoring student learning.
(4) Teachers think systematically about their practice 
and learn from experience.
(5) Teachers are members of learning communities.
(National Board..., 1994, pp. 3-5)
A committee o£ teacher practitioners, school administrators, 
and teacher education professionals developed the standards 
for each subject area and level.
As of October 1994, only the Early Adolescence/ 
Generalist, and the Early Adolescence/English Language Arts 
standards had been adopted. Seven others were in draft or 
partial draft format.
PrincipleB_of_JUithentic Assessment 
We are a nation of test-saturated individuals. From 
the earliest moments of our education, we are tested by a 
battery of tests for admission to kindergarten, standardized 
testing each year to determine our progress, testing for 
placement in one special program or another, standardized 
tests required for graduation from high school and others 
required for admission to college, and if all these were not 
enough, tests to determine whether we are qualified to 
practice our chosen profession. Until recently, these tests 
have been largely standardized multiple-choice tests with 
few exceptions, and dependency upon their results has 
continued unchecked. O'Neal (1991) cites figures of the 
National Commission on Testing and Public Policy including a 
400% increase in growth of test sales since 1955, twenty 
million school days devoured by testing each year, and
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expenditures of $700-$900 million on costs of direct and 
related services. "American students were found to take 127 
million separate tests. Some grade levels took as many as 
seven to twelve such tests a year" (O'Neal, 1991, p. 69).
More recently, however, standardized testing has come 
under fire as being inaccurate, negative, politically 
biased, and an impractical measure of knowledge. Opponents 
state that standardized testing does not take into account 
cultural differences--that such tests discriminate against 
ethnic and minority groups. Additionally, these opponents 
argue that higher order thinking skills cannot be evaluated 
through the use of a multiple choice, short answer, or 
true/false question, and they have called for changes to be 
made in school assessment procedures. Even a past president 
of the College Entrance Examination Board indicated that 
scores on standardized tests are unrealistically perceived 
as accurate indicators to the point that other equally 
important indicators are completely ignored (Glickman,
1991). Teachers in our schools need to develop a repertoire 
of alternative teaching and assessment methods which create 
student involvement in mind, body and soul (Glickman, 1991).
Stephanie Pace Marshall, in her forward to A Practical 
Guide_to_Altemative_^Assessment (Herman, Aschbacher, & 
Winters, 1992), enumerates "several key assessment issues 
that reaffirm our knowledge that assessment tasks must be 
informed by the most important elements of instructional
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practice" (p. v). Among these are the concept that 
"assessment of holistic and complex performance" (p. vi) 
must be included to derive a complete picture of learning. 
Likewise, evaluation systems that offer the most complete 
data concerning progress must include a variety of measures 
conducted over time.
Herman, Aschbacher, and Winters (1992) indicate several 
cognitive learning theories which provide implications for 
assessment. First, "There is great variety in learning 
styles, attention spans, memory, developmental paces, and 
intelligences" (p. 19). Not all persons do equally well on 
the same tasks. Therefore, a variety of tasks should be 
offered along with time for reflection. Secondly, "ltfs 
important to know when to use knowledge, how to adapt it, 
how to manage one's own learning" (p. 20). In order to 
learn most effectively, one must have opportunity for self- 
evaluation; he/she should consider his/her best and poorest 
methods of learning; he/she should formulate new goals. 
Finally, "Learning has social components" {p. 20). The 
learner should have ample opportunity for collaboration with 
peers and others who affect hiB/her learning. Clearly, 
standardized assessment does not meet these criteria because 
there is no provision for a variety of learning styles or 
self-evaluation and reflection, and most definitely no 
opportunity for collaboration. Authentic assessment 
involves a different approach to testing.
Although some proponents attempt to differentiate 
between the labels, authentic assessment is generally 
considered interchangeable with other labels including 
alternative assessment and performance assessment 
(D'Archangelo, M. & Kiernan, L. J., 1991; Feuer, M. J., 
Fulton, K., & Morison, P., 1993; Herman, J. L., 1992;
Herman, Aschbacher, & Winters, 1992; Martinez, M. E. & 
Lipson, J. I., 1989; Perrone, 1991; Schnitzer, S., 1993; 
Wiggins, G., 1992). No matter what name is assigned to it, 
it "requires students to actively accomplish complex and 
significant tasks, while bringing to bear prior knowledge, 
recent learning and relevant skills to solve realistic or 
authentic problems. Exhibitions, investigations, 
demonstrations, written or oral responses, journals and 
portfolios are examples" {Herman, Aschbacher, & Winters, 
1992, p. 2) of such alternative measures. The concept 
promotes evaluation of the individual while taking into 
account his/her background, personality, and life 
experiences. This evaluation method recognizes and rewards 
progress over time rather than expecting an individual's 
peak performance on a single specified day. It provides for
collaboration by requiring communication with peers in
. *
problem-solving situations and between supervisor and 
supervisee to justify answers or to answer additional, more 
thought-provoking questions (Wiggins, 1993). Through 
authentic assessment, an assessor can identify strengths
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(including strengths that may have never surfaced before); 
give credit to achievement and skill; and provide for a 
variety of learning styles, abilities, and interests 
(Wiggins, 1989},
Most desirable of all, however, authentic assessment 
requires the use of higher order thinking skills (Wiggins,
1992). No multiple-choice test can measure either higher 
order or practical skills (Harrington-Leuker, 1991; Nuttall, 
1992; Shepard, 1989). Glickman (1991) states, "The measure 
of ... worth is not how [one scores] on standardized 
achievements test, but rather the learning [one] can display 
in authentic or real settings" (p. 8).
Almost any discussion of authentic assessment includes 
the portfolio as an essential element in such assessment 
efforts. Collectively, these discussions form a definition 
of portfolio as a collection of documentation that serves as 
a record of one's learning and of his/her reflection, either 
singularly or collaboratively, on that learning. (Anthony, 
Johnson, Mickelson, & Preece, 1991; Belanoff & Dickson, 
1991; Glazer & Brown, 1993; Glickman, 1991; Graves & 
Sunstein, 1992; Hebert, 1991; Herman, 1991; Herman, 
Aschbacher, & Winters, 1992; Mills, 1989; Perrone, 1991}. 
Such documentation for the portfolio is limited only by 
space restrictions and the collector's mind. Linek (1991) 
suggests the following as possible pieces of documentation: 
questionnaires, surveys, anecdotal records, observational
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journals, conferences, interviews, checklists, audio tapes 
and video tapes.
Those who teach English or language arts or who are 
involved in whole language programs will be the first to 
identify with the portfolio process because, in many 
respects, it resembles the traditional writing folder 
maintained by students in any writing class. If used 
correctly, this folder provides impetus for collaboration of 
teacher and student to discuss weaknesses and provide for 
improvement in future entries. This student/teacher 
collaboration is a chief component of the portfolio 
approach. Yet, the portfolio is a frightening concept to 
those accustomed to giving a test, grading it, recording the 
grade, and averaging those grades to arrive at an assessment
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for the marking period. The difficulty teachers have in 
"turning loose" of the old methods for something in which 
individual items may not be graded at all justifies further 
investigation into the portfolio approach.
A portfolio is usually "one piece of a three- or four- 
part assessment process that includes a 'performance* 
examination to allow the student to demonstrate knowledge of 
a subject, as well as individual and group projects" 
("Student portfolios: Good-bye...", p. 2). Whatever the 
subject area, portfolios are intended to provide the viewer 
with an on-going assessment of the student's progress over 
an extended period of time.
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The rationale for using the portfolio system is 
threefold. For the students, it provides a student-centered 
classroom and a workshop environment. The portfolio itself 
contains concrete evidence of progress with its motivation 
for on-going learning and improvement. Students are more 
motivated to develop critical thinking skills; thus, 
learning is promoted. Gut most importantly, the portfolio 
provides a means of practice, practice, practice.
Teachers also benefit from the approach. First, 
motivational grading is eliminated; and the conflicting 
roles of teacher/evaluator are separated. A major benefit 
is the relief from frustration caused by having to give 
grades before covering all necessary skills. Premature 
justification of grades is suspended as formative evaluation 
is used. Finally, mutual respect is established.
The portfolio itself can assume a variety of forms.
The key is not in the form but in those materials included 
inside. Most importantly, a variety of types of indicators 
of learning should allow the building of a complete picture 
of development. The portfolio should be located in a place 
"easily accessible to students and teacher to invite 
contribution to them on an ongoing basis and to reflect on 
the contents to plan the next learning steps" (Valencia,
1990, p. 339).
Though methods of evaluating the portfolio will vary 
with the teacher and subject area, the consensus is that it
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should be evaluated holistically. Linek (1991) suggests a 
three-part evaluation consisting of individual comparison, 
group comparison, and criteria comparison, in the 
individual comparison, the student's work will be evaluated 
only in light of his own previous work. Together, the 
teacher and student will set goals, and the grade will be 
mutually derived at the end of a marking period based on the 
achievement of those goals. The group comparison judges the 
student's work as compared to that of the other students in 
the class or group. Basic among the requirements for this 
is that the student must know the criteria for grading 
before doing the work. Also, the student selects the piece 
to be evaluated in this manner. The final evaluation is the 
criteria comparison. Almost any teacher has clear-cut 
criteria established for mastery of a subject. Linek 
suggests evaluating the student's work according to these 
criteria holistically on a 5-point scale as follows:
(5) Consistently meets the criteria with no 
errors
(4) Consistently meets the criteria with few 
errors
(3) Inconsistently meets the criteria
(2) Consistently or inconsistently meets the 
criteria with many errors 
(1) Does not meet the criteria in any way
(pp. 125-127)
32
However, holistic scales or rubrics can be established in 
several different ways--a three-part, five-part, or six-part 
scale. The teacher can establish the criteria to be met at 
each level according to the skills a student at that 
particular grade or age should have acquired. Holistic 
grading is the quickest way, though not the easiest way, to 
evaluate large numbers of papers in the English classroom 
and, consequently, would serve well as the evaluation method 
for the large number of exhibits to be found in the 
portfolio.
No system of assessment is problem free; portfolio 
assessment is no exception. It is a messy process with many 
demands. Teachers must have "intimate and frighteningly 
subjective talks with students" {Wolf, 1989, p. 37).
Teachers who understand human nature will expect students to 
have problems with the process and can be prepared to deal 
with those problems. First, students are accustomed to 
being tested. When this is taken away from them, they will 
feel insecure about their grades. Secondly, there will 
always be those who lose every paper or exhibit they had 
ever placed in the portfolio. However, if the marking 
period grade is only given for a complete portfolio, the 
student will likely be more motivated to keep up with these 
items.
From the teacher's view, the portfolio requires more 
time in planning, but the effective use of the portfolio
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system requires that a large part of that time be spent with 
the student during in-class conference time. The teacher 
must also take extra care to decide exactly what types of 
information will define the portfolio, to guide the students 
on items to include in their portfolios, and to have the 
students clean out the unnecessary items at least once a 
month. The disadvantages are relatively minor when compared 
to the advantages, however.
A chief advantage of the portfolio system iB in its 
ability to force the student to be responsible for his/her 
own learning. When he/she has to choose the pieces he wants 
to include as exhibits in his portfolio, he/she must then 
look at the work realistically and judgmentally. In doing 
this, the student begins to see the larger picture--that 
learning is not static but rather a continual process, and 
that the goal is to show improvement and growth as time 
passes. This should instill in him/her the idea that 
learning never endB.
The second advantage of the portfolio system is that it 
causes teachers to "become more reflective about how and 
what they are teaching. They are becoming more responsive 
to individual children within the curriculum" (Lamme & 
Hysmith, 1991, p. 640). From this process the teacher 
learns what to teach, as well as how and when.
While the portfolio cannot completely replace the 
standardized test, it is clear that the standardized test
should not be the only means of assessment either.
Educators must capitalize on the best each student can do 
rather than on what each student does incorrectly. Learning 
is multidimensional, and assessment should be as well. It 
should be the best possible way to exhibit all the knowledge 
a student possesses. Assessment should be a way to make the 
student apply his learning to life itself, for, in the end, 
that is the only place his knowledge will make any 
difference.
A more comprehensive role for teacher 
assessments can broaden our perspective and 
provide better information about the conditions 
that promote learning. Most important, this 
shift could move us substantially closer, to 
attaining the important goals of schooling.
Citizens in the 21st century will not be judged 
by their ability to bubble in answers on test 
forms; their success both personally and 
professionally will depend on the capacity 'to 
analyze, predict, and adapt--in short to think 
for a living....' Making use of the continuous 
and informed judgments of teachers is critical 
to the attainment of this goal (Hiebert &
Calfee, 1989, p. 54.}.
A More Authentic Teacher Evaluation Process
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The concepts of authentic teacher assessment and 
teaching portfolios have evolved as a result of the 
authentic student assessment and student portfolio 
movements. Since the mid-1980's, literature concerning the 
need for new methods of teacher evaluation has increased 
markedly and support for the method continues to grow.
Hhat do portfolios accomplish that other evaluation 
methods neglect? Presently, the majority of teachers never 
have any need for documenting their work. The Stanford 
Teacher Assessment Project (TAP) revealed that a portfolio 
can "provide direct evidence of what a teacher knows and can 
do" (Wolf, 1991, p. 130). Wolf also indicates that the 
portfolio can promote a teacher's development (1991).
Regan (1993) says that, for experienced teachers, the 
objective is to "stimulate deep and meaningful professional 
development" (p. 279). Perkins and Gelfer (1993) and Burke, 
Fogarty, and Belgrad (1994) indicate additional purposes for 
documentation. First, a portfolio can enable an instructor 
to become more organized. Secondly, it illustrates progress 
and innovation. Finally, it contains information which can 
enhance performance, promote meaningful discussion, provide 
opportunity to assume some ownership of one's evaluation, 
and thus, improve the educational program. Use of the 
portfolio may "build confidence, commitment, and enthusiasm 
among the faculty" (Perkins & Gelfer, 1993, p. 23S), Adams 
and Hamm (1992) summarize the purposes by saying "Portfolios
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allow the individuals represented to become aware of their 
own learning history and to become directly involved in 
assessing their progress" (p. 103).
Any teaching portfolio evaluation program does not 
occur over night. According to Perkins and Gelfer (1993) it 
requires "planning, time, patience, organization, and 
cooperation from students, teachers, and principals" (p. 
235). Their suggested model is composed of these sections: 
(l) Planning; (2) Organization of instruction; (3) 
Presentation of knowledge; (4) Teacher-student interaction;
(5) Teacher-Parent relationships; (6) Assessment and 
evaluation; (7) Classroom management; (8) Curriculum 
development; and (9) Professionalism. Teachers should 
attempt to portray daily work experiences as exemplified 
through these nine areas. Weekly gathering of material 
followed by monthly analyzing and purging of repetitive 
information enables the teacher to exhibit competence and 
evaluate his/her own growth and performance as well as that 
of his/her students (Perkins & Gelfer, 1993).
Burke, Fogarty, and Belgrad (1994) suggest an array of 
professional portfolios to fit a variety of purposes. The 
portfolio devised for Btaff evaluation purposes is offered 
as a replacement for the traditional "one or two twenty- 
minute observations per year" (p. 10). Suggested artifacts 
may include any or all of the following: "videos of actual
lessons; student work; test scores, self-assessments;
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seminarsi inservices, or personal growth conferences; 
evidence of courses completed or additional degrees earned; 
awards, honors, or commendations; letters from students, 
parents, or administrators; evidence of extracurricular or 
community involvement, hobbies, sports, or out-of-school 
activities; evidence of family involvement; short- and long­
term goals; and philosophy of education" (pp. 10-11).
Like the above model, Adams and Hamm (1992) present a 
different model which contains a wide array of 
documentation. They suggest the following:
1. Instructor's personal assessment of 
students, colleagues, school, and 
self-appraisal of performance.
2. Detailed representative course outline 
or lesson plan.
3. Description of steps taken to evaluate 
or improve one's teaching (self- 
evaluation, attending workshops, 
obtaining instructional development 
grants).
4. Student evaluation data from several 
courses.
5. Current research, publication, and 
community and professional service 
efforts.
6. Principal or supervisor's assessment.
7. Assessment of student progress during a 
course o£ study.
8. Any wrong turns?
9. Statement from colleagues who have 
observed the instructor teaching.
10. Statement from colleagues who have 
observed the instructor's materials, 
lesson plans, student work, and creative 
accomplishments.
11. Videotape of the instructor teaching a 
class.
12. Personal statement by the instructor 
describing future teaching goals. With 
this kind of reflection teachers can see 
their professional growth over time.
The goal is to open people's minds to 
positive change, (p. 103)
A portfolio containing these exhibits enables the teachers 
to diagnose their students' learning problems.
Understanding those problems allows teachers to improve 
teaching techniques.
The model suggested by Regan (1993) is much less 
involved than either of the previous models. Such extensive 
data as contained in the Perkins-Gelfer, Adams-Hamm, and 
Burke-Fogarty-Belgrad models requires numerous resources for 
evaluation. Therefore, Regan believes that experienced
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teachers should maintain a "critical incident portfolio." 
Unlike a more comprehensive portfolio, the critical incident 
portfolio does not attempt to exhibit every aspect of 
teaching. Instead, it portrays specific instances which 
were particularly thought-provoking or which provided 
insight into ways of improving one's teaching.
The critical incident portfolio contains "a statement 
of rationale for choosing the topic, a clear statement of 
intended student outcomes, and a reflective statement" 
(Regan, 1993, p. 279). Reflection provides justification 
for selecting the incident and suggests changes which may be 
made as a result of the incident. This exhibit also 
provides a limited set of evidence containing only items 
which specifically apply to the incident under 
consideration. Regan suggests that no formal scoring system 
is needed because the experienced teachers who are involved 
in the process can be assumed to be competent. Instead, she 
suggests meetings of grade level or content peers in which 
the portfolios can be presented for audience comments and 
questions.
Wolf (1991) explains two models used in Stanford 
University's Teacher Assessment Project. The first was 
developed for elementary literacy instructors and included 
planning and adapting; teaching; initial, ongoing, and 
focused assessments; classroom design; and adapting and 
using the environment as its domains. The second, developed
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by high school biology instructors, included the domains o£ 
preparing and planning, teaching, evaluation and reflection, 
and exchange with colleagues. Because each teacher's 
portfolio was unique, those involved in TAP determined that 
it would best be evaluated "holistically" using 
"professional judgment" (p. 135).
Each of the previously described models contains a 
variety of authentic assessment measures. Four of the five 
models require reflection of the evaluatee, although only 
one model--Adams and Hamm--requires reflection of additional 
sources including evaluator and colleagues. Four of the 
models also involve exhibits of professionalism and 
colleagial efforts. However, only one model provides 
background information, and two different models involve 
goal setting for long-term results. Therefore, there is no 
perfect portfolio model for authentic assessment.
Though the suggested models, documentation, and 
evaluative procedures vary, "in ways that no other 
assessment method can, portfolios provide a connection to 
the contexts and personal histories of real teaching and 
make it possible to document the unfolding of both teaching 
and learning over time" (Wolf, 1991, p. 129) .
Teachers who are also lifelong learners can direct that 
learning into professional growth. Two factors determined 
to be inhibitors of individual change are lack of awareness 
and a high comfort level with current practice (Duke, 1993).
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The opportunity to see the documentation of growth or the 
lack of it in visual form provides an opportunity for the 
teachers to examine and intemali2e their own development.
Levine*b study (1991) suggests training teachers in the 
habit of writing reflectively to enable them to think 
holistically about their teaching and globally about thei'r 
curriculum. Langer and Colton {1994) contend that 
"reflective professional judgment is the cornerstone of any 
school reform effort" (p. 2) and that "those who write in 
journals make it a habit to regularly reread, reflect upon, 
and respond to their thoughts so they can see how their 
thinking changes over time" {p. 6).
Lee and Barnett (1994) extend the concept of reflection 
to include reflective questioning. "Reflective questioning 
creates opportunities for individuals to reflect aloud, to 
be heard by one or more colleagues, and to be prompted to 
expand and extend thinking through follow-up questions" {p. 
16). They suggest that, to be successful, reflective 
questioning cannot "depend on asking 'just the right 
question.' It relies much more on creating opportunities 
for respondents to think aloud and construct meaning for 
themselves" (p. 20).
Self-evaluation and reflection may be the impetus 
needed for perpetuating professional growth. Portfolios 
provide every opportunity for assessing oneself.
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Summary
Chapter 2 formed the conceptual framework for the 
study. Literature described Tennessee's competency-based 
evaluation* the Tennessee Instructional Model, a model 
implemented during the 1984-85 school year. In general, TIM 
is a checklist of items which are checked off or tallied 
during classroom observation by the principal or his 
designee. Such assessment, though accompanied by pre- and 
post-conferences, offers little encouragement for 
professional growth.
Teachers are, themselves, students of the principles of 
pedagogy. Most assuredly, teachers accomplish the complex 
and significant tasks of enabling their students to learn in 
the authentic setting of their classrooms. By reflecting 
upon their prior knowledge of teaching students to learn and 
incorporating recent research and new knowledge concerning 
learning styles and abilities aided by a variety of teaching 
techniques, teachers seek to solve the realistic problems 
associated with learning every day.
Proponents of authentic teacher evaluation feel that a 
standardized assessment method is not sufficient for 
evaluating the variety of techniques a teacher must use to 
provide students with a sound educational experience. No 
checklist can assess all the subtleties of the art of 
teaching. Bach teacher is unique and brings with him or her 
unique background experiences which affect his or her
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effectiveness in the classroom.
Authentic assessment, as used in the classroom, is an 
attempt to provide students with real-world situations in 
which they may apply the knowledge they have acquired. If 
this is the case, then teachers are students who are 
applying their learning in an authentic situation every day 
of their careers (Johnson & Sanders, 1995).
Five portfolio models have been described. The 
portfolio is a natural part of authentic assessment, for it 
allows some of the intricacies and subtleties of teaching to 
be revealed through a variety of diverse sources. Though 
problems still exist as to the best methods for evaluating 
the portfolio, the development of a rubric is possible. 
Teachers, as well as students, are deserving of the 
opportunity to reveal the extent of their knowledge and 
growth through the use of new and more creative assessment 
methods and through the use of the portfolio as a means of 
evaluation. While it is a more time consuming exercise for 
both evaluator and teacher, the benefits for both teacher 
and system are limitless (Johnson & Sanders, 1995}.
CHAPTER 3 
METHODS AND PROCEDURES
Introduction
School systems may find it advisable or necessary to 
alter their current evaluation process to encompass more 
authentic assessment including the teacher portfolio. Such 
alterations will necessitate informing teachers of the new 
or altered processes and encouraging teacher participation. 
Knowledge of teacher attitudes is a prerequisite for 
providing pertinent and meaningful development programs and 
also for effective implementation of new or altered 
evaluation methods (McBride, Reed, & Dollar, 1994; National 
Staff Development Council, 1993). This study described the 
attitudes of experienced classroom teachers concerning 
evaluation processes that may be used to evaluate them as 
professionals.
Population
The population surveyed for this study was the public 
school teachers in the Sullivan County (Tennessee) school 
system. The system is a rural system in northeast Tennessee 
which employs 948 classroom teachers. The population was 
divided into three subgroups--elementary, middle school, and 
secondary to provide data for the descriptive analysis.
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Sample
A stratified random sample for the study consisted of a 
total of 475 experienced teachers from the Sullivan County 
School System. These teachers represented three strata-- 
elementary, middle, and secondary--proportionally. Table l 
shows the proportional breakdown of teachers in the Sullivan 
County system as well as the number of returns needed to 
achieve a proportional sampling. A table of random numbers 
(Gay, 1992) was used to select the individuals from each 
stratum. At a confidence level of 95% (degree of accuracy 
+/- .05), the desired sample size was 281; therefore, a 
return rate of 60% was needed to achieve this number. The 
purpose of oversampling was an attempt to ensure the desired 
survey return rate of 60%,
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Table 1
Proportional Breakdown of Teachers In Sullivan County
Level Number of Percentage Number to Surveys
Teachers of Total Survey Needed
Elementary 419 44 209 125
Middle 231 24 114 69
Secondary 298 32 152 91
Totals 948 100 475 285
Design
The descriptive research design ascertains and reports 
the existing ideas concerning a given topic (Gay, 1992). 
Therefore, the descriptive design was the most appropriate 
method for reporting attitudes of experienced teachers 
concerning the evaluation process.
Materials and Procedures 
A Teacher Evaluation Survey instrument, developed by 
the researcher, was designed to gather information 
concerning teachers' attitudes about the evaluation process 
which may be used to assess them as professionals (see 
Appendix B). The instrument contained 35 items designed to 
glean attitudes concerning the purposes of, the standards
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used in, the sources of data for, and the amount of personal 
input into one's professional evaluation. Questions for the 
survey were based on the discussions of Arter and Spandel 
(1992); Burke, Fogarty, and Belgrad (1994); ERS Staff 
(1988); Kremer (1988); National Board for Professional 
Teaching Standards (1994); Northwest Regional Educational 
Laboratory (1988); and Rosenberger (1991). Participants 
considered two aspects of professional evaluation--their 
current process and their concept of the ideal process. For 
each aspect, respondents evaluated the survey items on the 
following scale: (4) Strongly agree; (3) Agree; (2)
Disagree; and (l) Strongly disagree.
The opinions of experts as to the purposes, standards, 
sources of data, and amount of personal input which should 
be inherent in an evaluation process provided logical 
validity for the study. Reliability for the study was 
calculated by performing an item analysis on the data. The 
total mean for the study was 194.3661. The total standard 
deviation equalled 20.5927. Cronbach's Alpha was .9198, and 
the standardized Cronbach's Alpha was .9236. Thus, the 
reliability for the study was high.
A nine-item demographic data sheet provided information 
which allowed the researcher to determine differences in 
attitudes among the three subgroups. Demographic data 
included age group; years teaching experience; level taught; 
gender; educational level; Career Ladder status; previous
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experience with student portfolios; and previous experience 
with writing reflectively.
The procedures used in conducting this study were as 
follows:
1. A review of the literature was conducted to 
establish the need for the study, to gather information for 
the development of the questionnaire, and to obtain 
information on various evaluation processes.
2. The Teacher Evaluation.Survey was developed from 
information gained in the literature review.
3. The pilot for the Teacher Evaluation Survey was 
conducted in Methods of Research 5950 during Summer 1995.
4. A stratified random sample of 475 teachers from the 
Sullivan County Tennessee school system was generated using 
a table of random numbers (Gay, 1992). The proportional 
sample included 209 elementary , 114 middle school, and 152 
secondary teachers.
5. Application for exemption from review was submitted 
to the East Tennessee State University Institutional Review 
Board.
6. Permission was requested from the Superintendent of 
Sullivan County Schools to survey the selected sample.
6. Cover letters and questionnaires were sent to the 
Sullivan County teachers identified in the sample. (See 
Appendix C for copies of all communications items.)
7. A follow-up letter and copy of the questionnaire
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were mailed three weeks after the initial mailing.
8. Descriptive and nonparametric statistical tests 
were applied to the data using the Number Cruncher 
Statistical System.
9. Demographic data were analyzed for frequencies and 
correlations with survey items using Number Cruncher 
Statistical System.
10. Data results and information obtained from the 
review of literature were used to identify attitudes of 
teachers concerning the professional evaluation process.
Piloting the Survey
The pilot of the Teacher Evaluation Survey was 
conducted during Summer 1995 in the Methods of Research 5950 
class at East Tennessee State University. The pilot sample 
consisted of 29 subjects. The purpose of the pilot was to 
clarify any problems with wording or with comprehension of 
items on the survey. Pilot participants were asked to 
complete the survey and to provide comments concerning 
improvements to be made. Only one comment was received-- 
that the questionnaire reflected the regular evaluation 
procedures used in the classroom rather than the Career 
Ladder Evaluation process. Since the intent of the survey 
was to investigate the attitudes toward the regular 
evaluation procedures, this comment did not provide impetus 
for changes in wording. The pilot sample included several
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participants from areas outside the field of education, and 
therefore, was not accurate for predicting test reliability.
Data Analysis
Data acquired from the Teacher Evaluation Survey were 
analyzed for frequencies and percentages of responses from 
each of the three levels--elementary, middle, and secondary. 
The percentages were then recoded to combine those strongly 
disagreeing and disagreeing to determine a negative attitude 
toward a process. Items were recoded to combine those 
agreeing and strongly agreeing to determine a positive 
attitude. For purposes of more in-depth analysis, 
percentages were divided into two categories. Percentages 
of 50.1 to 65.9 were classified as mildly negative or 
positive. Percentages 66.0 (approximately two-thirds of the 
respondents) and above were classified as strongly negative 
or positive. The Wilcoxon Signed Ranks Test was applied to 
the data for each Current Process item and its corresponding 
Ideal Process item to determine the significant differences 
in the attitudes toward the two processes. Alpha level for 
all tests was set at .05. The statistical methods were 
performed using Number Cruncher Statistical System, Version 
5.03 for personal computer (Hintze. 1992) .
Summary
Chapter 3 has described the methods used in acquiring
and analyzing data for this study. The teachers selected 
were from the Sullivan County school system and consisted of 
experienced teachers from three subgroups--elementary, 
middle, and secondary levels. The design of the study was 
descriptive.
The Teacher Evaluation Survey instrument consisting of 
35 items was developed by the researcher. Logical validity 
was established through the implementation of expert opinion 
based upon the literature concerning evaluation processes.
A high reliability was established by computing Cronbach's 
Alpha at .9197. A 9-item demographic data sheet provided 
information pertinent to the analysis of data acquired with 
the main survey instrument. Data were analyzed using 
descriptive methods--frequency counts and percentages. 
Correlational matrices provided correlational data. 
Significant differences were determined through the use of 
the Wilcoxon Signed Ranks Test. The data were displayed in 
tables devised for each research question.
CHAPTER 4 
ANALYSIS OF DATA
The purpose of this study was to investigate attitudes 
of experienced teachers concerning the evaluation process 
which may be used to assess them as professionals.
School systems may find it advisable or necessary to 
alter their current evaluation process to include the 
teacher portfolio. Such alterations will necessitate 
informing teachers of the new or altered processes and 
encouraging teacher participation. Knowledge of teacher 
attitudes is a prerequisite for providing pertinent and 
meaningful development programs and also for effective 
implementation of new or altered evaluation methods 
{McBride, Reed, & Dollar, 1994; National Staff Development 
Council, 1993).
Presentation_of_the_Data 
Data for this study were obtained from the Teacher 
Evaluation Survey. The survey was sent to a stratified 
random sample of teachers in the Sullivan County Tennessee 
school system. Data were compiled through responses given 
by teachers to a set of thirty-five items on the survey.
The thirty-five items were set up on a Likert scale to which
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the participant could respond with a number ”1" through 114" 
to indicate a level of agreement ranging from "Strongly 
disagree" to "Strongly agree." Participants were asked to 
respond to demographic information. Demographic information 
was used to gather data about the teachers which addressed 
their age group, years of teaching experience, level taught, 
gender, educational level, Career Ladder status, use of 
portfolios, and experience with writing reflectively and 
keeping a journal.
Population and Sample Response 
A stratified random sample of 475 teachers was 
selected from a total population of 948 public school 
teachers in the Sullivan County Tennessee school system. An 
analysis of the population revealed that 44% were elementary 
teachers, 24% were middle school teachers, and 32% were high 
school teachers.
Surveys were mailed to 209 elementary teachers, 114 
middle school teachers and 152 high school teachers to 
compose the stratified random sample. The mailing included 
a copy of the survey with demographic information, an 
introductory letter, and a self-addressed, stamped envelope. 
After two weeks a Becond mailing was sent. Two hundred 
eighty-six responses to the Teacher Evaluation
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Survey were received. This was a 60% return rate. The 
sample response represented 35% elementary teachers, 36% 
middle school teachers, and 29% high school teachers. The 
sampling technique provided a sample that over-represented 
middle school teachers.
Sample Descriptives 
The sample represented elementary, middle, and high 
school teachers. Teachers in grades K-5 were included in 
the elementary classification; teachers of grades 5-6 were 
included in the middle classification; and teachers in 
grades 9-12 were in the high school classification. 
Elementary and middle school teachers were relatively 
equally represented at 35% and 36% respectively. Data 
indicating this distribution are presented in Table 2.
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Table 2
Level and Gender of Respondents
Gender
Level Male Female Total
Elementary 4 96 100 (35%)
Middle 36 68 104 (36%)
High School 26 56 82 (29%)
Total 66 220 286 (100%)
Respondents were presented five options for indicating 
their ages. Data revealed that 74.8% of the respondents 
were over 40 years old. The 41-50 age group was the largest 
with 130 (45.5%) respondents. The second largest group was 
the 51-60 age group with 77 (26.9%) of the respondents. The 
smallest age group was the 60+ group with only 7 (2.4%) of 
the respondents. These figures indicate that approximately 
75% of the respondents are within 10 to 15 years of 
retirement eligibility. Frequencies for these are displayed 
in Table 3.
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Table 3
Frequency Distribution for Ages of Respondents
Age of 
Respondents
Frequency Percentage
21-30 24 8.4
31-40 48 16.8
41-50 130 45.5
51-60 77 26.9
60+ 7 2.4
Totals 286 100.0
Data also revealed that 80.4% of the respondents had 
more than 10 years of teaching experience. Choosing from 
five options, the largest number of respondents (125 or 
43.7%) indicated 20+ years of teaching experience. This 
group was more than two times larger than the second largest 
group (16-20 years of experience). These data are exhibited 
in Table 4.
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Table 4
of Respondents
Years of Frequency Percentage
Experience
1-5 24 8.4
6-10 32 11.2
11-15 52 18.2
16-20 53 18.5
over 20 125 43.7
Totals 266 100.0
Respondents were asked to Indicate their level of 
education. Five options ranging from Bachelor's degree to 
Doctorate were presented. One hundred eight respondents 
(37.8%) indicated having a bachelor's degree, followed 
closely by one hundred four respondents (36.4%) who reported 
having a master's degree. No respondents were at the 
doctoral level. These frequencies are shown in Table 5.
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Table 5
Frequency Distributions for_ Educational Level of 
Respondents
Educational
Level
Frequency Percentage
Bachelor1s 108 37.8
Master's 104 36.4
Master's + 70 24.5
Ed. S. 4 1.4
Doctorate 0 0.0
Totals 286 100.0
Respondents had four options for indicating their 
Career Ladder status--Level I, Level II, Level III, or None. 
Two hundred eight (72,7%) teachers reported being at Level 
I. Only 58 teachers (20,3%) reported achieving Levels II or 
III which would have required them to undergo a more 
extensive evaluation process requiring self-assessment and 
reflection. These data are reported in Table 6.
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Table 6
Frequency Distribution of RespondentsJ_Career Ladder 
Status
Level Frequency Percentage
Level I 208 72.7
Level II 20 7.0
Level III 38 13.3
None 20 7.0
Totals 286 100.0
Respondents were asked to indicate whether they had 
experience with any reflective and self-assessment processes 
in three demographic items--their experience with portfolio 
use in the classroom, their experience with reflective 
writing for teacher preparation courses, and their 
experience with keeping a journal.
While a majority (60.6%) indicated having been required 
to write reflectively for coursework, only small percentages 
(26.1% and 19.6% respectively) indicated that they use 
portfolios in their classrooms or that they keep a journal
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for personal or professional purposes. These data are 
represented in Table 7.
Table 7
Frequencies and Percentages for Responses to Items 
Pertaining to Experience with Self-Assessment and Reflection
Item Yes No Totals
7. Current
or previous 74 210 284
use of (26.1%) (73.9%) (100%)
portfolios
8. Required
to write 172 112 284
reflectively (60.6%) (39.4%) (100%)
in prep.
courses
9. Keep 56 230 286
journal (19.6%) (80.4%) (100%)
Note: Missing values are excluded from the table.
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Research Questions
Research Question One
What attitudes do experienced teachers possess toward 
the purposes of their current evaluation process as opposed 
to an ideal process?
Twenty-one items from the survey were used to determine 
teacher attitudes toward the purposes of current and ideal 
evaluation processes. These items were analyzed for 
percentages of responses from each of the three levels-- 
elementary, middle, and secondary. These items were then 
recoded to combine those strongly disagreeing and 
disagreeing to determine a negative attitude toward a 
process. Items were recoded to combine those agreeing and 
strongly agreeing to determine a positive attitude. For 
purposes of more in-depth analysis, percentages were divided 
into two categories. Percentages of 50.1 to 65.9 were 
classified as mildly negative or positive. Percentages 66.0 
(approximately two-thirds of the respondents) and above were 
classified as strongly negative or positive. Data for 
percentages of responses for each group concerning both the 
current and ideal processes are located in Appendix C.
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Teachers displayed a mildly negative attitude toward 
the current process for the following: For Item 1
{Considers my professional growth and change), 55% of 
respondents reported a level of disagreement that the 
current process considers growth and change. For Item 2 , 
attitudes were mildly negative toward the current process 
with 51.4% disagreeing that the current process showed both 
process and final product of their work. On Item 5 (Causes 
collection of samples of my best work), respondents reported 
a mildly negative attitude (57%) toward the current process.
For Item 6, 55.3% reported a level of disagreement 
toward the current process with regard to documenting 
professional achievement. Respondents reported mild 
negativity {58%) toward the current process for Item 13 
(Evaluations are helpful in professional growth efforts).
Attitudes for Item 23 (Depicts instructional repertoire 
which accommodates variety of learning styles) were mildly 
negative (58.7%) as were attitudes for Item 24 (Current 
process portrays my ability to engage students and adults to 
assist my teaching) with 63.6% of respondents exhibiting 
disagreement with the current process. Item 26 (Depicts use 
of multiple methods for measuring student growth and 
understanding) and Item 27 (Depicts orientation to 
experimentation and problem solving) revealed mildly
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negative attitudes for the current process with 52.4% and 
63.6% of respondents disagreeing respectively.
A mildly negative attitude prevailed for Items 29 and 
32. Respondents reported 62.6% disagreement with the 
current process for Item 29 (Portrays dedication to lifelong 
learning). At the same time, 53.2% reported negativity for 
Item 32 (Depicts efforts to grow professionally).
Respondents revealed strong negative attitudes toward 
the current process for the following seven items: Item 3
(Results in collection of favorite or personally important 
work); Item 4 (Traces the evolution of a project or 
product); Item 28 (Portrays my creativity and risk-taking); 
Item 30 (Depicts collaboration with other professionals); 
Item 31 (Depicts collaboration with students' parents); Item 
33 (Portrays my extracurricular involvement); Item 34 
(Portrays my involvement in the community); and Item 35 
(Depicts awards, honors, or commendations received). 
Percentages of negative responses for these items ranged 
from 67.4% for Item 33 to 81.9% for Item 34,
Respondents reported positive attitudes toward the 
current process for two items— 7 and 25. Responses for Item 
7 (Causes reflection and self-evaluation) were strongly 
positive at 73.3%, while responses for Item 25 (Portrays my 
ability to use a variety of instructional techniques) were
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mildly positive at 65.7%.
Respondents revealed strongly positive attitudes 
(responses ranging from 70.5% to 95.1%) toward an ideal 
process with regard to all 21 items concerning purposes for 
evaluation indicating that they feel strongly that 
evaluation should encompass numerous purposes.
Recoded data indicating positive and negative responses 
are reported in Table 8.
Ht: There is a significant difference in teachers1
attitudes toward the purposes of the current evaluation 
process as opposed to an ideal process.
The Wilcoxon Signed Ranks Test was applied to each 
survey item to test this hypothesis. Test statistics 
exceeded the critical value for each item. Therefore, the 
null hypothesis was rejected in favor of the research 
hypothesis. Generally, teachers' attitudes toward the 
current process were significantly lower than their 
attitudes toward the ideal process with regard to the 
variety of purposes they encompass. Wilcoxon results are 
noted in Table 9.
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Table 8
Percentages Indicating Negative and Positive_Attitudea
Toward Survey Items Concerning Purposes of Evaluation
Survey Item Process % Negative % Positive
1 C 55.0 45.0
I 7.0 93.0
2 c 51.4 48.6
I 7.0 93.0
3 c 71.8 28.2
I 21.8 78.2
4 c 78.2 21.8
I 23.8 76.2
5 c 57.0 43.0
I 21.7 78.3
Note: Missing values are excluded from the table.
C = Current Process, I = Ideal Process
(table continues)
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Table 8 (continued)
Percentages Indicating Negative and Positive Attitudes
Toward.Survev_ Iterns_Concerning Purposes of Evaluation
Survey Item Process % Negative % Positive
6 C 55.3 44.7
I 7.0 93.0
7 C 26.7 73.3
I 7.0 93.0
13 C 58.0 42.0
I 8.4 91.6
23 C 58.7 41.3
I 8.4 91.6
24 c 63.6 36.4
I 16.9 83.1
Note; Missing values are excluded from the table.
C ° Current Process, I = Ideal Process
(table continues)
67
Table 8 (continued)
Percentages Indicating.Negative and Positive Attitudes
Toward Survey Items_CQncemino Purposes of Evaluation
Survey Item Process % Negative % Positive
25 C 34.3 65.7
I 4.9 95.1
26 c 52.4 47.6
I 8.4 91.6
27 c 63.6 36.4
I 11.2 88.8
28 c 69.1 30.9
I 10.1 89.9
29 c 62.6 37.4
I 5.7 94.3
Note: Missing values are excluded from the table,
C ° Current Process, I = Ideal Process
(table continues)
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Table 8 (continued)
Percentages Indicating.Negative and Positive Attitudes
Toward_Survey Items Concerning Purposes of Evaluation
Survey Item Process % Negative % Positive
30 c 74.1 25.9
I 15.8 84.2
31 c 76.3 25.7
I 15.1 84.9
32 c 53.2
COio
I 6.5 93.5
33 c 67.4 32.6
I 21.7 78.3
34 c 81.9 18.1
I 29.5 70.5
Note; Missing values are excluded from the table.
C = Current Process, I = Ideal Process
(table continues)
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Table 8 (continued)
Percent ages_. Indicat ino_Neqat ive and Positive Attitudes
Toward Survey Items Concerning Purposes of Evaluation
Survey Item Process % Negative % Positive
35 C 76.1 23.9
I 28.0 72,0
Note: Missing values are excluded from the table.
C = Current Process, I = Ideal Process
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Table 9
Wilcoxon Sicmed_Ranks Test Results for Survey Items 
Concerning Purposes_of_the_Current and Ideal Processes
Survey Item z. Test Statistic £
1 11.8672 .0001
2 11.4356 .0001
3 10.5323 .0001
4 11.4855 ,0001
5 9.0398 .0001
6 10.6412 .0001
7 9.2850 .0001
13 11.3954 .0001
23 11.7177 .0001
24 10.5245 .0001
25 9.6747 .0001
26 10.7158 .0001
27 11.1071 .0001
28 11.4696 .0001
29 11.7436 .0001
30 11.8786 .0001
31 12.2190 .0001
32 10.9700 .0001
a = .05
(table continues)
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Table 9 (continued)
Wilcoxon.Signed Ranke Test Results for Survey Itema 
Concerning Purposes of the Current and_Ideal.Processes
Survey Item 2  Test Statistic £
33 9,7618 .0001
34 10.2574 .0001
35 9.8654 .0001
a s  .05
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Research Question Two
What attitudes do experienced teachers possess toward 
the standards used in their current evaluation process as 
opposed to an ideal process?
Four items from the survey assessed teachers' attitudes 
toward the standards for the current process as opposed to 
an ideal process. These items were analyzed for percentages 
of responses from each of the three levels--elementary, 
middle, and secondary. These items were then recoded to 
combine those strongly disagreeing and disagreeing to 
determine a negative attitude toward a process. Items were 
recoded to combine those agreeing and strongly agreeing to 
determine a positive attitude. For purposes of more in- 
depth analysis, percentages were divided into two 
categories. Percentages of 50.1 to 65.9 were classified as 
mildly negative or positive. Percentages 66.0 
(approximately two-thirds of the respondents) and above were 
classified as strongly negative or positive. Data for 
percentages of responses for each group concerning both the 
current and ideal processes are located in Appendix C.
For Item 14 (I am informed of the standards on which I 
am evaluated), respondents reported a strongly positive 
attitude (74.8%) that, in the current evaluation process,
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they are informed. For Item 15 (Standards are clearly 
explained to me) and Item 16 (Standards are appropriate for 
my individual classroom), on the other hand, respondents 
held only a mildly positive attitude toward the current 
process with 63.6% and 58.4% respectively recording a level 
of agreement. Conversely, for Item 17 (Standards are 
individualized to fit my uniqueness), respondents reported a 
strongly negative attitude (73.3%) toward the current 
process.
Attitudes were strongly positive that all four items 
should he included as standards for evaluation in an ideal 
process. Percentages of responses ranged from 90,2% to 
95.1% in agreement with these items.
Recoded data for positive and negative responses are 
reported in Table 10.
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Table 10
Percentages Indicating Negative and Positive Attitudes 
Toward Survey Items Concerning Standards.Used in the 
Evaluation Process
Survey item Process % Negative % Positive
14 C 25.2 74.8
I 4.9 95.1
15 c 36.4 63.6
I 5.6 94.4
16 c 41.6 58.4
I 5.6 94.4
17 c 73.3 26.7
I 9.8 90.2
Note; Missing values are excluded from the table.
C = Current Process, 1 = Ideal Process
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Hj: There is a significant difference in teachers'
attitudes toward the standards used in the current 
evaluation process as opposed to an ideal process.
The Wilcoxon Signed Ranks Test results led to rejection 
of the null hypothesis for each item since each test 
statistic exceeded the critical value. While all three 
groups of teachers expressed positive attitudes that they 
are informed of the standards on which they are evaluated in 
the current process, not all teachers felt the standards are 
clearly explained to them. Neither did they feel that 
standards for the current process are appropriate for their 
individual classrooms nor that standards are individualized 
to fit the teacher's uniqueness. All teachers expressed 
significantly higher attitudes toward the standards of the 
ideal process, Wilcoxon results are reported in Table 11.
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Table 11
Wilcoxon Signed Ranks Test Results for Survey Items 
Concerning_the_Standards in the Current and Ideal Processes
Survey Item z Test Statistic p
14 9.4251 .0001
15 10.0670 .0001
16 11.1048 .0001
17 12.0975 .0001
Of = .05
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Research Question Three
What attitudes do experienced teachers possess 
concerning sources of data used in their current evaluation 
process as opposed to an ideal process?
Five survey items indicated teachers' attitudes 
toward sources of data for the current evaluation process as 
opposed to an ideal process. These items were analyzed for 
percentages of responses from each of the three levels-- 
elementary, middle, and secondary. These items were then 
recoded to combine those strongly disagreeing and 
disagreeing to determine a negative attitude toward a 
process. Items were recoded to combine those agreeing and 
strongly agreeing to determine a positive attitude. For 
purposes of more in-depth analysis, percentages were divided 
into two categories. Percentages of 50.1 to 65.9 were 
classified as mildly negative or positive. Percentages 66.0 
(approximately two-thirds of the respondents) and above were 
classified as strongly negative or positive. Data for 
percentages of responses for each group concerning both the 
current and ideal processes are located in Appendix C.
Two items regarding sources of data for the current 
evaluation process received positive marks from the
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respondents. They expressed a strongly positive attitude 
that Item 18 (Classroom performance is used as a source of 
data) and Item 19 (Lesson plans and/or other written 
documentation are used as sources of data) are part of the 
current process. Percentages were 74.7% and 75.5% 
respectively.
Conversely, Item 20 (Examples of my students' work are 
used as a source of data), Item 21 (Student test scores are 
used as a source of data), and Item 22 (Student, Principal, 
and/or Colleague questionnaires are used as sources of data 
for evaluation) revealed strongly negative attitudes toward 
the current process. Percentages for these items ranked 
77.6%, 67.9%, and 77.1% respectively.
Teachers revealed a strongly positive attitude toward 
including classroom performance, lesson plans and other 
written documentation, and examples of student work as 
sources of data in an ideal process (items 18, 19, and 20). 
Percentages for these items were 93%, 90.2%, and 79.7% 
respectively. Using student, principal, and/or colleague 
questionnaires as sources of data received only a mildly 
positive attitude— item 22--with only 56.7% responding 
positively.
One item, Item 21 which dealt with student test scores 
being used as a source of data, was met with a mildly
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negative attitude from respondents. Approximately, 63% did 
not feel that test scores should be used as a source of data 
for evaluation purposes in an ideal process.
Recoded data for positive and negative responses are 
noted in Table 12.
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Table 12
Percentages Indicating Neqative_an<LJ>ositive Attitudes 
Toward_Survey_ItemB.Concerning Sources of Data for the 
Evaluation Process
Survey Item Process % Negative % Positive
18 C 25.3 74.7
I 7.0 93 .0
19 C 24.5 75.5
I 9.8 90.2
20 c 77.6 22.4
I 20.3 79.7
21 c 67.9 32.1
I 62.8 37.2
22 c 77.1 22.9
I 43.3 56.7
Note: Missing values are excluded from the table.
C » Current Process, I = Ideal Process
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H]: There is a significant difference in teachers'
attitudes toward the sources of data for the current 
evaluation process as opposed to an ideal process.
Results of the Wilcoxon Signed Ranks Test indicated a 
significant difference in teachers' attitudes for the 
current and ideal processes for items 18, 19, 20, and 22. 
Thus the null hypothesis was rejected for these items in 
favor of the research hypothesis.
On the other hand, the null hypothesis was retained for 
Item 21 indicating no significant difference in teachers' 
attitudes concerning the use of student test scores as a 
source of data for either the current or ideal processes. 
Resulting Wilcoxon data are reported in Table 13.
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Table 13
Wilcoxon Signed Ranks Test Results for Survey Items 
Concerning Sources of Data^JJsed_in the Current and Ideal 
Erocesses
Survey Item Z Test Statistic B
18 7.4475 .0001
19 5.2843 .0001
20 10.8311 ,0001
21 1.7269 .0842
22 7.7234 .0001
a = .05
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Research Question Four
What attitudes do experienced teachers possess with 
regard to having personal input into their current 
evaluation process as opposed to an ideal process?
Five survey items depicted teachers' attitudes toward 
having personal input into their current evaluation process 
as opposed to an ideal process. These items were analyzed 
for percentages of responses from each of the three levels-- 
elementary, middle, and secondary. These items were then 
recoded to combine those strongly disagreeing and 
disagreeing to determine a negative attitude toward a 
process. Items were recoded to combine those agreeing and 
strongly agreeing to determine a positive attitude. For 
purposes of more in-depth analysis, percentages were divided 
into two categories. Percentages of 50.1 to 65.9 were 
classified as mildly negative or positive. Percentages 66.0 
(approximately two-thirds of the respondents) and above were 
classified as strongly negative or positive. Data for 
percentages of responses for each group concerning both the 
current and ideal processes are located in Appendix C.
A strongly positive attitude was recorded by 
respondents for Item 8 (I have input into the time and place 
of my evaluation) with 79.7% noting agreement for the 
current process. However, they indicated only mildly
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positive attitudes toward having personal input into the 
results of their evaluation {Item 11) and Item 12 (Causes me 
to determine goals for professional growth each year. 
Respondents reported only 58.7% and 60.6% agreement for 
these items respectively.
Item 9 (I have input into the criteria used in my 
evaluation) was met with a strongly negative attitude 
(73.8%) by respondents with regard to the current process. 
For Item 10 (I evaluate myself as a part of the professional 
evaluation process), respondents expresses a mildly negative 
attitude with 53.1% disagreeing with the current process.
Respondents reported strongly positive attitudes toward 
having personal input into an ideal process for all five 
items. Percentages of responses ranged from 86.7% to 91.6%. 
Recoded data for negative and positive responses are 
reported in Table 14.
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Table 14
Percentages Indicating Negative and Positive Attitudes
the Evaluation Process
Survey Item Process % Negative % Positive
8 C 20.3 79.7
I 9.9 90.1
9 C 73.8 26.2
I 13.3 86.7
10 c 53.1 46.9
I 6.4 91.6
11 c 41.3 58.7
I 8.4 91.6
12 c 39.4 60.6
I 9.8 90.2
Hote: Missing values are excluded from the table.
C = Current Process, I = Ideal Process
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H4: There is a significant difference in teachers'
attitudes toward personal input into the current 
evaluation process as opposed to an ideal process.
The Wilcoxon Signed Ranks Test results indicated 
significant differences in teachers' attitudes for all 
items (8-12), thus leading to rejection of the null 
hypothesis in favor of the research hypothesis. Teachers 
maintain significantly lower attitudes toward the current 
process with regard to having input into time, place, and 
criteria used for evaluating them; evaluating themselves as 
part of the process; having input into the results of the 
evaluation; and determining goals for professional growth 
each year as an ongoing part of the process. Wilcoxon data 
are reported in Table 15.
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Table 15
Wileoxon.Signed-Ranks Test_Resulta for Survey Items 
Concerning Personal Input_into the Current and Ideal 
Evaluation Processes
Survey item 2. Test Statistic £
8 6.6097 .0001
9 11.7135 .0001
10 10.4621 .0001
11 9.9416 .0001
12 9.6735 .0001
a = .05
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Research Question Five
Is there a relationship between the attitudes of 
experienced teachers toward the current and ideal evaluation 
processes and the following: educational attainment,
classroom experience with portfolios, and previous 
experience with reflective writing?
Six hypotheses were developed and tested to answer 
question five;
H„: There is a relationship between the attitudes
of experienced teachers toward the current evaluation 
process and educational attainment.
As the data in Table 16 reveals, there was no 
statistical significance for any single survey item and 
level of education attained. The null hypothesis was 
supported. Therefore, the probability of a relationship 
between teachers' levels of educational attainment and their 
attitudes toward the current evaluation process was low.
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Table 16
Correlational Data for Survey Items for,the Current
Evaluation Process and Level of Education-Attained
Survey
Item
X 2D £ X1
l 2.3798 .7710 +.0646 .0042
2 2.4109 .7549 -.0061 .0000
3 2.1008 .8070 -.1299 .0169
4 1.9612 .8028 -.0291 .0008
5 2.3488 .8702 -.1013 .0103
6 2.3799 .8007 +.1103 .0122
7 2.8140 .7867 -.0984 .0097
8 2.8992 .8261 -.0129 .0002
9 2.0892 .8575 -.1293 .0167
10 2.3954 .8946 +.0468 .0022
11 2.6047 .7932 -.0285 .0008
12 2.6434 .7870 +.1110 .0123
13 2.2946 .8406 -.1346 .0181
14 2.8682 .7928 +.0916 .0084
15 2.7132 .7710 -.0768 .0059
16 2.5116 .7803 -.0662 .0044
17 1.9767 .8130 -.0859 .0074
18 2.8372 .7567 +.0281 .0008
a = .05, cv = .195
(table continues)
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Table 16 (continued)
Correlational Data for_Survev Items for the Current
Evaluation Process and Level of Education Attained
Survey
Item
X SU X X1
19 2.8605 .7963 +.0660 .0044
20 1.9845 .7056 -.0432 .0019
21 2.0775 .8144 -.0136 .0002
22 1.9302 .7608 -.0097 .0001
23 2.3488 .7655 -.0020 .0000
24 2.2403 .7142 -.0183 .0003
25 2.6589 .7327 -.1412 .0199
26 2.4341 .7364 +.0101 .0001
27 2.2481 .7384 -.1338 .0179
26 2.1705 .7601 -.0522 .0027
29 2.2791 .8273 -.1155 .0133
30 2.0853 .7061 -.0417 .0017
31 2.0543 .6981 +.0358 .0013
32 2.3411 .8228 -.0731 .0053
33 2.1395 .8710 -.0051 .0000
34 1.8915 .7406 +.0365 .0013
35 1.9535 .7676 +.0939 .0088
a = .05, cv = .195
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Hsb: There is a relationship between the attitudes
of experienced teachers toward the ideal evaluation 
process and educational attainment.
There was no statistical significance for the 
correlation coefficient of any ideal process survey item and 
educational attainment. Thus, the null hypothesis was 
supported. The probability of a relationship between 
attitudes of experienced teachers toward the ideal process 
and their educational attainment was low. Correlational 
data for this hypothesis is reported in Table 17.
Table 17
Correlational Data for Survey Items for the Ideal Evaluation
Process and Level of Education Attained
Survey
Item
X sn r
1 3.4504 .6916 +.0416 .0017
2 3.3970 .6630 +.1076 ,0116
3 3.0076 .7376 -.0757 .0057
4 2.9695 .7725 -.0277 .0008
5 3.0611 .8282 -.0961 .0092
6 3.3435 .6640 +.1431 .0205
7 3.5191 .7041 +.0892 .0080
8 3.4122 .6766 -.1015 .0103
9 3.3053 .7721 -.0763 .0058
10 3.3435 .7300 +.0915 .0084
11 3.3359 .6960 +.0409 .0017
12 3.3435 .7194 +.0928 .0086
13 3.3664 .7026 + .*0040 .0000
14 3.5573 .7129 +.0663 .0044
15 3.5115 .7466 +.0455 .0021
16 3.5115 .7466 +.0581 .0034
17 3.3359 .7491 +.0637 .0268
18 3.3282 .6831 -.0006 .0000
a - .05, cv = .195
{table continues)
93
Table 17 (continued)
Correlational Data for Survey Items for the Ideal Evaluation 
Process and Level of Education Attained
Survey X ££ JE £*
Item
19 3.1603 .6646 -.0504 .0025
20 2.9924 .7780 +.0355 .0013
21 2.2481 .8685 -.0137 .0002
22 2.5076 .8486 +.0972 .0095
23 3.2214 .5974 +.0472 .0022
24 3.0153 .7001 +.0229 .0151
25 3.3359 .5755 +.0049 .0132
26 3.2214 .6101 +.0308 .0009
27 3.1450 .6205 +.0502 .0025
28 3.2137 .6434 - .0304 .0009
29 3.3588 .5946 +.1462 .0214
30 3.1908 .6680 +.1229 .0151
31 3.1450 .7016 +.0846 .0072
32 3.3130 .6200 +.0732 .0054
33 3.0153 .8395 +.1025 .0105
34 2.8473 .8708 +.1149 .0132
35 2.9084 .8966 +.1804 .0326
a a .05, cv = ,195
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HSo: There is a relationship between the attitudes
of experienced teachers toward the current evaluation 
process and classroom experience with portfolios.
No statistical significance was indicated for the 
correlation coefficient of any current process survey item 
with classroom experience with portfolios. All levels were 
below the critical value of .195. Therefore, the 
probability of a relationship between teacher attitudes for 
the current process and their experience with portfolios was 
low. Data are noted in Table 18.
Table 18
Correlational Data for Survey Items for the Current
Evaluation Process and Classroom experience with Portfolios
Survey
Item
X sn r r1
1 2.3828 .7733 -.1812 .0328
2 2.4063 .7560 - .1196 .0143
3 2.0938 .8062 -.0673 .0045
4 1.9531 .8006 +.0113 .0001
5 2.3438 .8717 +.0000 .0000
6 2.3750 .8020 -.0902 .0081
7 2.8125 .7897 -.1374 .0189
8 2.8984 .8293 +.1035 .0107
9 2.0898 .8608 +.0394 .0016
10 2.3984 .8974 -.0453 .0021
11 2.6016 .7955 -.1307 .0171
12 2.6484 .7881 -.0287 .0008
13 2.2969 .8435 -.0321 .0010
14 2.8672 .7958 -.0965 .0093
15 2.7109 .7736 +.0409 .0017
16 2.5078 .7821 +.0289 .0008
17 1.9766 .8162 +.0498 .0025
18 2.8359 .7595 -.1012 .0102
a = .05, cv = .195
{table continues)
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Table 18 (continued)
Correlational Data for Survey Items for the Current
Evaluation Process and Classroom Experience with Portfolios
Survey x SD r r*
Item
19 2.8594 .7994 -.1470 .0216
20 1.9844 .7083 -.1914 .0366
21 2.0781 .8176 -.0111 .0001
22 1.9297 .7637 -.1006 .0101
23 2.3516 .7679 -.0647 .0042
24 2.2422 .7167 +.0189 .0004
25 2.6641 .7333 +.0555 .0031
26 2.4375 .7383 +.0490 .0024
27 2.2500 .7410 +.1220 .0149
28 2.1641 .7595 +.0298 .0009
29 2.2813 .8302 -.0000 .0000
30 2.0859 .7088 +.0191 .0004
31 2.0547 .7008 -.0064 .0000
32 2.3438 .8255 -.0876 .0077
33 2.1406 .8743 -.0517 0027
34 1.8906 07434 -.0122 .0001
35 1.9531 .7706 -.0821 .0067
at = .05, cv = .195
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Hs<): There is a relationship between the attitudes of
experienced teachers toward the ideal evaluation 
process and classroom experience with portfolios.
Six items held statistically significant correlation 
coefficients for the ideal evaluation process and classroom 
experience with portfolios. Item 4 (Evaluation traces the 
evolution of one or more of my projects or products) had a 
mean of 2.9692 and standard deviation of .7755. The 
correlation coefficient was -.2287 revealing an inverse 
relationship. Those teachers who had previous experience 
with portfolios felt more positively that evaluation should 
trace the evolution of projects or products. Item 10 (I am 
responsible for evaluating myself as a part of my 
professional evaluation process) had a correlation 
coefficient of -.2800, an inverse relationship. Those who 
had used portfolios in their classrooms gave more positive 
marks to evaluating oneself as part of the evaluation 
process.
Items 16 and 17, both dealing with individualizing 
evaluation standards to fit the classroom and the teacher's 
uniqueness, had correlation coefficients of -.2129 and - 
,2317, respectively. These were indicative of inverse 
relationships. Experience with portfolios in the classroom 
causes teachers to be more positive about individualizing
98
standards to fit the uniqueness of both the classroom and 
the teacher.
Items 23 (My evaluation depicts my instructional 
repertoire which accommodates a variety of learning styles) 
and 26 (My evaluation depicts my use of multiple methods for 
measuring student growth and understanding) also indicated 
inverse relationships with correlation coefficients of - 
.2848 and -.2210. Previous experience with portfolios in 
the classroom led to more positive scores for these items. 
All other items were insignificant. Table 19 reports this 
data.
Table 19
Correlational Data for Survey Items for the Ideal Evaluation
Process and Classroom Experience with Portfolios
Survey
Item
X 2D £ r1
l 3.4539 .6932 -.1794 .0322
2 3.4000 .6646 -.1812 .0328
3 3.0077 .7404 -.1853 .0343
4 2.9692 .7755 -.2287 .0523
5 3.0615 .8314 -.1911 .0365
6 3.3462 .6659 -.1217 .0148
7 3.5154 .7056 -.1253 .0157
B 3.4154 .6783 -.0599 .0036
9 3.3077 .7746 -.0651 .0042
10 3.3462 .7322 -.2800 .0784
11 3.3385 .6981 -.1225 .0150
12 3.3462 .7216 -.1860 .0346
13 3.3692 .7045 -.0205 .0004
14 3.5615 .7139 -.1109 .0123
15 3.5154 .7481 -.1655 .0274
16 3.5154 .7481 -.2129 .0453
17 3.3385 .7514 -.2317 .0537
18 3.3308 .6851 - .0539 .0029
a = .05, cv = .195
{table continues)
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Table 19 (continued)
Correlational Data for Survey Items for the Ideal Evaluation
Process and Classroom Experience with Portfolios
Survey x SD r r*
Item
19 3.1615 .6670 +.0088 .0001
20 2.9923 .7810 -.1872 .0350
21 2.2423 .8693 -.0510 .0026
22 2.5039 .8809 -.1181 .0139
23 3.2231 .5994 -.2848 .0811
24 3.0154 .7028 -.1384 .0192
25 3.3385 .5770 -.1790 .0320
26 3.2231 .6122 -.2210 .0488
27 3.1462 .6228 -.0335 .0011
28 3.2154 .6456 -.1068 .0114
29 3.3615 .5961 -.1506 .0227
30 3.1923 .6703 -.1758 .0309
31 3.1462 .7042 -.1302 .0169
32 3.3154 .6218 -.1878 .0353
33 3.0154 .8427 -.0524 .0027
34 2.8539 .8709 -.0981 .0096
35 2.9077 .9000 -.1190 .0142
Ot = .05, CV = .195
1 0 1
Hla: There is a relationship between the attitudes of
experienced teachers toward current evaluation 
process and previous experience with reflective 
writing.
No statistical significance was indicated for any item 
on the current process. The coefficients were below the 
critical value of .195. Therefore, the probability of a 
relationship between teachers' attitudes toward the current 
process and their previous experience with reflective 
writing was low. Table 20 reports this data.
1 0 2
Table 20
Correlational. Data for Survey Items for the_Current 
Evaluation Process and Previous Experience with Reflective 
Writing
Survey at £2 r  r 1
Item
1 2.3750 .7721 -.0233 .0005
2 2.4062 .7560 -.0786 .0062
3 2.1094 .8042 +.0084 .0001
4 1.9688 .8014 +.0518 .0027
5 2.3516 .8730 +.0379 .0014
6 2.3672 .7908 -.0551 .0030
7 2.8047 .7827 -.1234 .0152
8 2.8984 .8293 -.0544 .0030
9 2.0977 .8553 +.1032 .0106
10 2.3828 .8867 -.1717 .0295
11 2.5938 .7865 -.1074 ,0115
12 2.6406 .7895 -.1554 .0241
13 2.2969 .8435 -.0027 .0000
14 2.8828 .7784 -.0621 .0039
15 2.7266 .7589 -.0433 .0019
16 2.5078 .7821 -.0184 .0003
ot = .05, cv = .195
(table continues)
Table 20 (continued)
Correlational PataJEox-Suxyey Items for the Current
Evaluation Process_and_Previous_ExDerience_with Reflective
Writing
Survey
Item
X SB X X*
17 1.9688 .8111 +.0906 .0082
18 2.8359 .7595 +.0077 .0001
19 2.8672 ,7958 -.1653 .0273
20 1.9922 .7029 +.0318 .0010
21 2.0859 .8119 +.0318 .0010
22 1.9297 .7637 +.0332 .0011
23 2.3438 .7663 +.0306 .0009
24 2.2422 .7167 -.0078 .0001
25 2.6641 .7333 -.1061 .0113
26 2.4375 .7383 -.1800 .0324
27 2.2500 .7410 -.0162 .0003
28 2.1719 .7630 +.0887 .0079
29 2.2734 .8281 +.0204 .0004
30 2.0781 .7042 -.0451 .0020
31 2.0468 .6958 +.0370 .0014
32 2.3359 .8239 -.0608 .0037
o( o .05, cv = .195
(table continues)
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Table 20 (continued)
Correlational Data for Survey Items for the Current 
Evaluation Process and Previous Experience with Reflective 
Writing
Survey x SD r r3
Item
33 2.1406 .8743 +.0517 .0027
34 1.8906 .7434 -.0091 .0001
35 1.9531 .7706 +.0081 .0001
a = .05, CV = ,195
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H„: There is a relationship between the attitudes of
experienced teachers toward the ideal evaluation 
process and previous experience with reflective 
writing.
No statistical significance was indicated for any item 
on the ideal process. The coefficients were below the 
critical value of .195. Therefore, the probability of a 
relationship between teachers' attitudes toward the ideal 
evaluation process and their previous experience with 
reflective writing was low. Table 21 reports this data.
Table 21
CorrelationaLData for Survey Items for the Ideal Evaluation
ProceBS_and Previous Experience with Reflective Writing
Survey
Item
X £C E E1
1 ■ 3.4462 .6926 -.0856 .0073
2 3.3923 .6634 -.0954 .0091
3 3.0000 .7352 -.0429 .0018
4 2.9692 .7755 -.0088 .0001
5 3.0692 .8261 -.0292 .0009
6 3.3384 .6641 -.0300 .0009
7 3.5154 ,7056 -.0064 .0000
8 3.4154 .6782 -.0043 .0000
9 3.3154 .7664 +.0189 .0004
10 3,3385 .7305 -.1137 .0129
11 3.3308 .6962 -.0197 .0004
12 3.3385 .7199 -.0277 .0008
13 3.3769 .6949 -.0278 .0008
14 3.5539 ,7146 -.1380 .0190
15 3.5077 .7482 -.0821 .0067
16 3.5077 .7482 -.0610 .0037
17 3.3308 .7497 -.0815 .0066
18 3.3231 .6831 -.0803 .0065
a = .05, cv = .195
(table continues)
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Table 21 (continued)
Correlational_Data for Survey Items_for the Ideal Evaluation
Process and_Previous Experience with Reflective Writing
Survey x SD r r*
Item
19 3,1615 .6670 -.0056 .0000
20 2.9846 .7759 -.0044 .0000
21 2.2423 .8693 +. 1206 .0145
22 2.5039 .8809 -.0125 .0002
23 3.2154 .5958 -.0526 .0028
24 3.0154 .7028 -.0401 .0016
25 3.3385 .5770 -.1166 .0136
26 3.2231 .6122 -.0871 .0076
27 3.1462 .6228 -.0369 .0014
28 3.2154 .6456 -.0974 .0095
29 3.3539 .5942 -.1075 .0116
30 3.1846 .6668 -.1282 .0164
31 3.1385 .7002 -.0690 .0048
32 3.3077 .6194 -.1450 .0210
33 3.0154 .8427 -.1833 .0336
34 2.8462 .8740 -.1292 .0167
35 2.9154 .8965 -.0825 .0068
a = .05, cv = .195
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Summary
This chapter displayed and described the data collected 
in this study. The data presented described the attitudes 
of experienced teachers toward the evaluation process used 
to evaluate them. Generally, attitudes were found to be 
negative for the current process and positive for the ideal 
process. A significant difference was established between 
the results of the two processes. Additionally, an inverse 
relationship was established between six of the survey items 
for the ideal evaluation process and classroom experience 
with portfolios. A summary of the findings, conclusions, 
implications, and recommendations were included in Chapter 
5.
CHAPTER 5 
SUMMARY, FINDINGS, CONCLUSIONS,
IMPLICATIONS AND RECOMMENDATIONS
Overview
The purpose o£ this chapter is to summarize the study, 
present findings, provide conclusions, and suggest 
recommendations. The first section of this chapter presents 
a summary of the study, including the problem statement that 
provided direction for the study, the purpose, and the 
procedures used in the study. The second section summarizes 
the findings of the study. The third section offers 
conclusions. Implications are expressed in the fourth 
section. Finally, the recommendations are presented in the 
fifth section.
Statement of Problem 
System administrators in Tennessee are required to use 
the Tennessee Instructional Model (or a state-approved, 
locally developed model) and Career Ladder evaluation 
processes for assessing teachers. The addition of the 
standards currently being created and implemented by the 
National Board for Professional Teaching Standards may 
affect or alter these processes. More traditional
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1 1 0
competency-based processes may give way to more authentic 
processes in which the portfolio will be an integral part.
Purpose_of Study 
The purpose of this study was to investigate attitudes 
of experienced teachers concerning the current evaluation 
process used to assess them as professionals as compared to 
their concept of an ideal evaluation process.
School systems may find it advisable or necessary to 
alter their current evaluation process to include the 
teacher portfolio. Such alterations will necessitate 
informing teachers of the new or altered processes and 
encouraging teacher participation. Knowledge of teacher 
attitudes is a prerequisite for providing pertinent and 
meaningful development programs and also for effective 
implementation of new or altered evaluation methods 
(McBride, Reed, & Dollar, 1994; SparkB, 1993).
Procedures for the Study 
The research design used for this study was descriptive 
in nature. The population was the 948 public school 
teachers in the Sullivan County Tennessee school system. A 
stratified random sample of 475 teachers was selected from 
elementary, middle, and secondary strata. The participation
Ill
rate was 60%. The survey instrument, the Teacher Evaluation 
Survey, was developed by the researcher Logical validity 
for the instrument was established through expert opinion 
concerning the content. Reliability for the instrument was 
established through the calculation of Cronbach's Alpha at 
.9198. Descriptive and nonparametric statistical tests were 
applied to the data gained from the survey. Demographic 
data were analyzed for frequencies and correlations with 
survey items.
Findings
Findings of this study are discussed relative to the 
five research questions and the hypotheses developed from 
these questions. From the results of the data analysis and 
interpretation, the following findings are presented:
Research Question One
What attitudes do experienced teachers possess toward 
the purposes of their current evaluation process as opposed 
to an ideal process?
Respondents revealed chiefly negative attitudes toward 
the purposes of evaluation for the current process. Of the 
21 survey items related to purposes, only two items received 
positive marks. Teachers felt that the current process does
1 1 2
cause them to reflect and evaluate themselves and that it 
portrays their ability to use a variety of instructional 
techniques. On the other hand, teachers felt that the 
current process does not
• consider their professional growth efforts
• show both process and final product of their work
• cause a collection of samples of their best work
• document professional achievement
• help them in their professional growth efforts
• depict their instructional repertoire which 
accommodates a variety of learning styles
• portray their ability to engage students and adults 
to assist their teaching
• depict their use of multiple methods for measuring 
student growth and understanding
• depict their orientation to experimentation and 
problem solving
• portray their dedication to lifelong learning
• result in a collection of favorite or personally 
important work
• trace the evolution of any of their projects or 
products
• portray their creativity and risk-taking
• depict their collaboration with other professionals
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• depict their collaboration with students' parents
• portray their extracurricular involvement
• portray their involvement in the community
• depict awards, honors, or commendations they have 
received
Respondents noted strong positive attitudes that all o£ 
these items would be a part of an ideal evaluation process.
The following hypothesis was related to this question: 
There is a significant difference in teachers' 
attitudes toward the purposes of the current evaluation 
process as opposed to an ideal process.
Wilcoxon test statistics exceeded the critical value 
for each item. Therefore, the null hypothesis was rejected. 
There is a significant difference between teachers' 
attitudes toward the purposes of the current evaluation 
process and their attitudes toward purposes of the ideal 
process.
Research Question Two
What attitudes do experienced teachers possess toward 
the standards used in their current evaluation process as 
opposed to an ideal process?
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Respondents reported a positive attitude that in the 
current process they are informed of the standards on which 
they are evaluated, those standards are clearly explained to 
them, and standards are appropriate for their individual 
classrooms. They did not feel standards for the current 
process are individualized to fit their uniqueness.
Attitudes were strongly positive, however, that in an ideal 
process they would be informed and that standards would be 
clear, appropriate for their classroom, and individualized 
for their uniqueness.
The following hypothesis in the research format was 
related to this question:
Ha: There is a significant difference in teachers1
attitudes toward the standards used in the current 
evaluation process as opposed to an ideal process.
The Wilcoxon Signed Ranks Test results supported the 
research hypothesis for each item since each test statistic 
exceeded the critical value. Teachers' attitudes toward the 
current process standards were significantly lower than 
toward the ideal process standards.
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Research Question Three
What attitudes do experienced teachers possess 
concerning sources of data used in their current evaluation 
process as opposed to an ideal process?
Teachers felt that the current process uses both 
classroom observation and lesson plans or other written 
documentation as sources of data for their evaluation. 
Conversely, they felt strongly that the current process does 
not use examples of their students' work, their students' 
test scores, or student/principal/colleague questionnaires 
as part of their evaluation. These attitudes reflect 
closely the attitudes expressed in the literature concerning 
problems with the traditional evaluation process.
In an ideal process, teachers felt strongly that 
classroom performance, lesson plans and/or other written 
documentation, examples of student work, and 
student/principal/colleague questionnaires would be 
acceptable sources of data. They did not feel that student 
test scores should be used in the ideal process.
The following hypothesis in the research format was 
related to this question:
Hj: There is a significant difference in teachers'
attitudes toward the sources of data for the current
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evaluation process as opposed to an ideal process.
Results of the Wilcoxon Signed Ranks Test indicated 
significant difference in teachers' attitudes for the 
current and ideal processes for items 18, 19, 20, and 22, 
Thus the null hypothesis was rejected for these items. On 
the other hand, the null hypothesis was retained for Item 21 
indicating no difference in teachers' attitudes concerning 
the use of student test scores as a source of data for 
either the current or ideal processes.
Research Question Four
What attitudes do experienced teachers possess with 
regard to having personal input into their current 
evaluation process as opposed to an ideal process?
Respondents felt that they have input into the current 
process regarding the time and place of their evaluation and 
the results of the evaluation, and that the process causes 
them to determine goals for professional growth each year. 
They did not feel that they have input into the criteria 
used in the evaluation or that they are responsible for 
evaluating themselves as a part of the evaluation process. 
Respondents reported strongly positive attitudes that in an 
ideal process they would have input into the time, place,
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criteria, and results of the evaluation and that they would 
be responsible for evaluating themselves and determining 
goals for their professional growth each year.
The following hypothesis in the research format was 
related to this question:
H«: There is a significant difference in teachers*
attitudes toward personal input into the current 
evaluation process as opposed to an ideal process.
Wilcoxon Signed Ranks Test results indicated 
significant differences in teachers' attitudes for all 
items (8-12), thus rejecting the null hypothesis. Teachers 
maintain significantly lower attitudes toward the current 
process with regard to having input into time, place, and 
criteria used for evaluating them; evaluating themselves as 
part of the process; having input into the results of the
evaluation; and determining goals for professional growth
each year as an ongoing part of the process.
Research Question Five
Is there a relationship between the attitudes of 
experienced teachers toward the current and ideal evaluation 
processes and the following: educational attainment,
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classroom experience with portfolios, and previous 
experience with reflective writing?
The following hypotheses in the research format were 
related to this question:
H„! There is a relationship between the attitudes
of experienced teachers toward the current evaluation 
process and educational attainment.
The null hypothesis was supported for the current 
evaluation process and educational attainment. No 
significance was indicated for any of the variables. 
Therefore, the probability of a relationship was low.
Hsb: There is a relationship between the attitudes
of experienced teachers toward the ideal evaluation 
process and educational attainment.
The null hypothesis was supported. No significance was 
indicated for any of the variables. Thus, the probability 
of the relationship between the variables was weak.
H,0: There is a relationship between the attitudes
of experienced teachers toward the current evaluation 
process and classroom experience with portfolios.
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The null hypothesis was supported. No significant 
coefficients were noted among the variables, and therefore, 
the probability of a relationship among the variables was 
low.
HJd: There is a relationship between the attitudes of
experienced teachers toward the ideal evaluation 
process and classroom experience with portfolios. 
Results supported the research hypothesis that there is 
a relationship between the attitudes of experienced teachers 
toward the ideal evaluation process and classroom experience 
with portfolios for six of the survey items. All other 
items were insignificant, and thus, the null hypothesis was 
supported for those items.
Hs.: There is a relationship between the attitudes of 
experienced teachers toward current evaluation 
process and previous experience with reflective 
writing.
The null hypothesis was supported; no significance was 
noted for any item. Therefore, the probability of a 
relationship between teachers' attitudes toward the current 
evaluation process and previous experience with reflective 
writing was low.
1 2 0
Haf: There is a relationship between the attitudes of
experienced teachers toward the ideal evaluation 
process and previous experience with reflective 
writing.
The null hypothesis was supported; no significance was 
noted for any item. Therefore, the probability of a 
relationship between teachers' attitudes toward the ideal 
evaluation process and previous experience with reflective 
writing was low.
Conclusions
The following conclusions drawn from the study are 
limited to the sample investigated:
1. Teachers feel that the current evaluation process most 
closely resembles a competency-based evaluation process.
They feel it concentrates on behaviors, events, and process 
that occur within a given time period. This attitude 
concurs with the attitudes expressed in the literature 
review.
2. Teachers feel that an ideal evaluation process is 
authentic in nature, assuming continual growth and change to 
be characteristic of teaching. They feel the ideal process 
should provide meaningful tasks and multiple assessments of 
their work. Additionally, they feel emphasis should be
1 2 1
placed on quality products, higher-order thinking, positive 
interactions, clear standards, self-reflection, transfer 
into life, and integration of knowledge. Accordingly, these 
attitudes are congruent with attitudes expressed in the 
literature concerning the authentic process.
3, Teachers feel that the current professional evaluation 
process should be altered.
4. Teachers indicate that they are amenable to the 
possibility of compiling a portfolio since they feel they 
should be responsible for evaluating themselves, they feel 
the evaluation process should result in collections of 
samples of their work, and since the portfolio allows them 
to provide input into the criteria used to evaluate them. 
Additionally, the portfolio provides the opportunity for 
setting future goals and for collaboration with colleagues, 
both of which teachers indicated as necessary for an ideal 
process.
However, these expressed attitudes appear to be 
contradicted by the demographic data provided by the 
teachers. Approximately 75% of respondents are nearing 
retirement age. Additionally, 44% have over 20 years of 
teaching experience. However, only 26% have pursued 
graduate work beyond the Master's level; 38% have not 
progressed beyond a Bachelor's degree. Only 20% have
1 2 2
pursued Career Ladder Levels II or III. This apparent lack 
o£ motivation to proceed beyond minimum requirements may 
indicate an unspoken unwillingness to confront the 
additional work and effort created by the implementation of 
a portfolio system.
Implications
School leaders have a challenge before them to make the 
evaluation process more professionally beneficial for the 
teachers who are evaluated. They are being asked to move 
the current competency-based process toward a more authentic 
assessment. Thus, they are charged with changing their 
vision of teachers themselves.
School leaders are charged with envisioning teachers as 
living organisms that experience continual growth and change 
rather than static entities who achieve the same basic 
competencies year after year. This growth and change cannot 
be evaluated by observing behaviors, events, and processes 
that occur within a given time period. Rather, the 
evaluation should involve meaningful tasks pertinent to the 
teacher's job. It should also involve multiple assessments. 
Classroom observation and lesson plans are not sufficient 
sources of data. EmphasiB should be placed on the quality 
of the product. Evaluation should require teachers to apply 
higher-order thinking skills to their daily work and to
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engage in positive interactions with students, students1 
parents, and the teachers' professional colleagues. 
Evaluation should relate directly to daily life and should 
cause the integration of knowledge gained from a myriad of 
sources.
Therefore, it would appear that professional 
development is needed for administrators to help them 
alter their image of teachers as well as to enable them to 
develop a more suitable authentic evaluation process. 
Professional development needs are also inferred for 
teachers at all levels of experience as they begin the 
transition from a competency-based process which haB been 
standard for a number of years to the authentic process 
which will require more of them in terms of self-evaluation 
and reflection.
Recommendations
As a result of the study, the following recommendations 
were made concerning the professional evaluation process:
1. The professional evaluation process for teachers 
should be changed to encompass more authentic assessment 
characteristics.
2. School leaders should participate in professional
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development which helps them to envision teachers as 
continually growing and changing organisms.
3. A portfolio process should be implemented to 
encourage self-assessment and reflection as well as to 
provide teachers with a visual history of their learning and 
development,
4. A rubric for evaluating the teaching portfolio 
should be developed. This would best be accomplished by 
including both teachers and school leaders in a team for 
determining the characteristics to be emphasized in the 
rubric. A rubric should fit the system for which it is 
created.
5. Teachers should participate in professional 
development to teach them the methods and advantages of 
their personal reflective writing and reflective questioning 
in conjunction with their colleagues.
6. Staff developers need awareness of the attitudes of 
teachers toward the professional evaluation process as well 
as of the characteristics of authentic assessment and its 
advantages for the evaluation of teachers.
7. Practical examples of portfolios should be 
presented to administrators and teachers as models for their 
personal professional portfolios.
8. An ongoing dialogue should be established among
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teachers and school leaders to foster a more professional 
atmosphere and allow teachers to have input into the 
processes which affect them professionally.
9. Since various systems in the state are piloting a 
more authentic process at this time, the study should be 
conducted in one of those systems at the end of the pilot 
with comparison of the results to those found in this Btudy.
10. Those in charge of the professional evaluation 
process should endeavor to make it one that continually 
growB and changes with those whom it evaluates.
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General Education System Competencies and Indicators with 
Measurement Statements and How Information Is Obtained
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General Education System Competencies and 
Indicators with Measurement Statements
I. PREPARES FOR INSTRUCTION EFFECTIVELY (PLANNING FOR 
INSTRUCTION)
A. Establishes appropriate instructional goals 
and related objectives consistent with the 
curriculum
♦  Establishes long-term instructional 
goals
♦  Selects goals and sequences 
instructional objectives in accordance 
with goals
♦ Teaches material relevant to his or her 
instructional assignment
B. Prepares instructional plans and materials 
incorporating principles of effective 
instruction
♦  Prepares teaching procedures for 
introducing instructional goals and 
objectives to students
♦  Identifies content, materials, and media 
needed for the instructional program and 
arranges for them
♦  (Vocational Education Only) Identifies 
job-related experiences to complement 
classroom instruction and arranges for 
them
♦  (Vocational Education Only) Integrates 
activities of student organizations into 
instructional program
C. Creates, selects or modifies instructional 
plans and materials to accommodate student 
instructional levels
♦ Selects/adapts/creates instructional 
materials to accommodate student 
differences
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USES TEACHING STRATEGIES AND PROCEDURES
APPROPRIATE TO THE CONTENT, OBJECTIVES AND
STUDENTS (TEACHING STRATEGIES)
A. Provides a clear description of the learning
task and its content
♦  Provides correct/current information
♦ Provides an overview of material to be 
covered
♦  Provides directions and explanations 
related to lesson content/concept
♦  Helps students recognize the integration 
of content/concepts
♦  Paces learning tasks according to 
difficulty of material
♦  Provides examples of how task is to be 
completed
♦  Distinguishes steps in the learning task
♦  Provides appropriate language model for 
students
B. Monitors student understanding and reteaches
as necessary
♦  Identifies student instructional levels 
before beginning instruction
♦  Clarifies directions and explanations 
when students misunderstand
♦  Paces learning activities to accommodate 
student differences
♦  Attends to student needs in order of 
importance
C. Provides students appropriate practice and
review
♦  Requires students to apply skills and 
concepts
♦  Uses responses and questions from 
students in teaching
♦  Utilizes alternative and supplemental 
activities which address instructional 
objectives
♦  Requires students to explain, compare or 
evaluate content/concepts
♦  Provides supervised practice with the 
application of content/concepts
♦  Provides seatwork/homework for 
independent practice
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♦  (Vocational Education Only) Provides 
practice through job-related experiences
D. Establishes and maintains student involvement
in the learning task
♦  Helps students recognize the purpose and 
importance of the learning activities
♦  Maintains student focus on the learning 
task
♦  Provides students opportunities to 
participate in learning tasks
♦ Monitors student involvement with the 
learning task and adjusts teaching 
procedures to enhance student 
involvement
III. USES EVALUATION TO IMPROVE INSTRUCTION AND
EVALUATES STUDENT PROGRESS (EVALUATION)
A. Uses information about student performance to
improve the instructional process
♦ Uses teacher-made or teacher-selected 
evaluation materials or procedures to 
obtain information about student 
progress
♦ Uses student performance data for 
diagnosis/remediation of student needs
♦ Uses student performance data for 
improving instructional 
content/curriculum
♦  Identifies diagnostic and assessment 
materials and procedures needed for the 
instructional program and arranges for 
them
♦  (Vocational Education Only) Uses follow- 
up data on former students and graduates 
for improving instruction and curriculum
B. Reports student status and progress to
students and their parents
♦ Provides feedback/correction of errors 
during supervised practice
♦ Explains grading/scoring standards to 
students and parents
♦ Returns corrected seatwork/homework, 
tests and other work promptly
♦  Provides specific information for 
improvement of work
C. Improves student performance
♦  Improves student academic achievement in 
relevant subject area(s)
♦  Improves student attitudes toward 
learning
MANAGES CLASSROOM ACTIVITIES EFFECTIVELY
(CLASSROOM MANAGEMENT)
A. Establishes and maintains appropriate student
behavior
♦  Provides guidelines for Btudent behavior
♦  Applies specific and reasonable 
sanctions for inappropriate student 
behavior in a consistent manner
♦ Provides feedback to students about 
their behavior
♦ Controls situations in which 
inappropriate behavior is likely to 
occur
♦  Uses verbal and nonverbal classroom 
management techniques effectively
B. Establishes and maintains a classroom climate
conducive to learning
♦  Demonstrates positive verbal behavior to 
students
♦  Demonstrates positive nonverbal behavior 
to students
♦ Indicates confidence that all students 
can and will learn
♦ Encourages effort and progress
♦ Supports student excellence and 
achievement
C. Makes effective use of classroom resources
♦ Maximizes available learning time
♦ Provides clear and detailed plans and
directions for substitutes, aides and
other instructional assistants
♦  Uses assigned facilities to accommodate 
different types of learning activities
♦  Arranges classroom furniture and 
equipment to facilitate movement and 
learning
♦  Indicates when the task is to be 
completed and maintains timelines
♦ Integrates instructional resources with 
teaching procedures
♦ Handles minor interruptions without 
disruption to the current task
♦ (Vocational Education Only) Establishes 
sound safety programs and procedures
ESTABLISHES AND MAINTAINS A PROFESSIONAL 
LEADERSHIP ROLE (PROFESSIONAL LEADERSHIP)
A, Improves professional skills and knowledge
Takes formal coursework related to 
teaching assignment/advancement 
Obtains graduate degree(s) related to 
teaching assignment/advancement 
Participate in 1 non-required" staff 
development activities 
Uses ideas from books, professional 
journals and professional organizations 
to enhance classroom instruction 
Tries new methods/approaches in the 
classroom and evaluates their success 
Seeks and utilizes community resources 
to enhance classroom instruction
B. akes leadership role in improving education
Conducts workshops/training sessions 
Creates materials/programs and shares 
with others
Holds a leadership position in 
school/school system 
Receives special honor(s)
Holds leadership position in educational 
organizations
Assists in establishing school goals 
and takes an active role in achieving 
them
Takes an active role in solving school 
problems
Promotes parent/community interest in 
the school
Initiates activities and projects in the 
school
Shares material and resources with peers 
and others
Discusses professional topics with peers 
and others
Assists peers and others in identifying 
and solving instructional problems
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♦  Works cooperatively with peers, 
administrators and community members in 
planning and implementing curricular and 
extracurricular activities
♦  (Vocational Education Only) Establishes 
and uses advisory groups
♦  (Vocational Education Only) Establishes 
placement programs
C. (Screening)* Performs professional
responsibilities efficiently
♦ Maintains accurate and up-to-date 
records
♦  Completes assigned tasks on schedule
♦  Arrives on time for class, meetings and 
other scheduled activities
♦  Maintains a satisfactory record of 
attendance
♦  Manages routine business and 
recordkeeping efficiently
♦  Follows applicable policies and 
procedures of the state
VI. (SCREENING)* COMMUNICATES EFFECTIVELY (BASIC
COMMUNICATION SKILLS)
A, Writes clearly and correctly
♦  Writes legibly
♦  Organizes written information
♦  Uses vocabulary and style appropriate to 
the level of the audience
♦  Uses correct grammar and mechanics
B. Reads professionally relevant
literature/materials with comprehension
♦Competencies and indicators marked "screening*1 are 
expectations of all teachers. They are minimum 
competencies/indicators which will be assessed during the 
evaluation process. If a serious deficiency is found in one 
or more of these areas, the evaluation process may be 
terminated at that point. However, the candidate has a 
right to a review in this situation, if he/she feels that 
the termination is unfair.
(Tennessee State Department of Education, 1994, 
pp. 9-12) .
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GENERAL EDUCATION SYSTEM
HOW INFORMATION IS OBTAINED 
ABOUT COMPETENCIES AND INDICATORS
I. Prepares for Instruction 
Fffecti velv
A. Establishes appropriate 
instructional goals and 
related objectives consistent 
with the curriculum
B. Prepares instructional 
plans and materials 
incorporating principles of 
effective instruction
C. Creates, selects or 
modifies instructional plans 
and materials to accommodate 
student Instructional levels
II. Uses Teaching Strategies and 
Procedures Appropriate to the 
Content ,_Ob.1ect1ves and Students
A. Provides a clear 
description of the learning 
task and Its content
B. Monitors student 
understanding and reteaches as 
necessary
C. Provides students 
appropriate practice and 
review
D. Establishes and maintains 
student involvement in the 
learning task
III. Uses_Eva1uat1on to Improve 
Instruction and Evaluation of
Student Progress
A. Uses Information about 
student performance to improve 
the Instructional process
B. Reports student status and 
progress to students and their 
parents
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C. Improves student 
performance
IV. Manages Classroom Activities 
Fffpct.i v p ! v
A. Establishes and maintains 
appropriate student behavior
B. Establishes and maintains a 
classroom climate conducive to 
learning
C. Makes effective use of 
classroom resources
V. Establishes and Mainta1ns_a_ 
Professional Leadership Role
A. Improves professional 
skills and knowledge
B. Takes leadership role 1n 
Improving education
C. (Screening Only) Performs 
professional responsibilities 
efficiently
VI. (Screening Only) Communicates 
Effectively
A. Writes clearly and 
correctly
B. Reads professionally 
relevant literature/materials 
with comprehension
X
X
X
X
X
X
X
X
*Data from Student Questionnaire 1s used by the candidate 1n responding 
to a dialogue question
(Tennessee State Department of Education, 1994, p. 14)
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T e a c h e r  E valuation  S urvey
D e m o g r a p h ic  Da ta
Place a check (✓) beside the appropriate answer.
1. What Is your age group?
( ) a. 21-30
( ) b. 31-40 
( ) c. 41-50 
{ ) d. 51-60 
( ) e. over 60
2. How many years of teaching 
experience do you have?
( ) a. 1-5 
( ) b. 6-10 
( ) c. 11-15 
( ) d. 16-20
( ) e. over 20
3. What level do you teach?
( ) a. Elementary
( ) b. Middle School 
( ) c. High School
4. What Is your gander?
( ) a. Male ( ) b. Female
6. What la your Career Level status?
( ) a. Laval I ( ) b. Lavelll
{ ) o. Level III ( ) d. None
7. Do you now use or have you
ever used portfolios for evaluating students 
In your classroom?
( ) a. Yes ( ) b. No
8. Were you required to write 
reflectively In any of your teacher 
preparation courses at either the 
undergraduate or graduate level?
( ) a. Yes ( ) b. No
9. Do you presently keep a  {oumal for 
personal, professional, or other purposes?
( ) a. Yes ( ) b. No
5. What Is your educational level? 
( ) a. Bachelor’s
{ ) b. Master’s
{ ) c. Master’s  +
{ ) d. Ed. S
( ) e. Doctorate
T e a c h e r  E valuation  S urvey
Consider your attitudes toward the evaluation process used to assess you as a  professional. Then 
consider the statements below. At the (eft of the statement, CIRCLE the number which corresponds 
with your attitude toward your Current evaluation Drocass. At the rlaht of the statement. CIRCLE the 
number which corresponds with your attitude about the Ideal evaluation process. Use the following 
scale for your responses In both columns:
4. Strongly agree 
3. Agree 
2. Disagree 
1. Strongly Disagree
Currant Proem Stetwmnt Id*al ProcMi
1 2 3 4 1. Evaluation considers my professional growth or 
change over time.
1 2 3 4
1 2 3 4 2.. Evaluation shows the process by which I work as well 
as the final product of my work.
1 2 3 4
1 2 3 4 3. Evaluation results In a  collection of my favorite or 
personally important work.
1 2 3 4
1 2 3 4 4. Evaluation traces the evolution of one or more of my 
projects or products.
1 2 3 4
t 2 3 4 5. Evaluation causes me to collect samples of my best 
work.
1 2 3 4
1 2 3 4 0. Evaluation documents my professional achievement 1 2 3 4
1 2 3 4 7. Evaluation causes me to reflect and evaluate myself, 1 2 3 4
t 2 3 4 8. I have input Into the time and place of my evaluation. 1 2 3 4
1 2 3 4 9. I have Input Into the criteria used In my personal 
evaluation.
1 2 3 4
1 2 3 4 10. I am responsible for evaluating myself as a part of my 
professional evaluation process.
1 2 3 4
1 2 3 4 11. I have input Into the results of my evaluation process. 1 2 3 4
1 2 3 4 12. I determine goals for my professional growth each 
year as an ongoing part of my evaluation.
1 2 3 4
1 2 3 4 13. My teacher evaluations are very helpful to 
me In my professional growth.
1 2 3 4
1 2 3 4 14. I am Informed of the standards on which I am 
evaluated.
1 2 3 4
Page 2
Currwil P r o c w  
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
Use the following scale for your responses In both columns:
4. Strongly agree
3. Agree
2. Disagree
1. Strongly Disagree
15. The standards for evaluation are clearly explained to 
me.
16. The standards for evaluation are appropriate for my 
classroom.
17. The standards for evaluation are Individualized to fit 
my uniqueness.
18. My classroom performance is used as a  source of
data for evaluation.
19. My lesson plans and/or other types of written 
documentation are used as sources of data for 
evaluation.
20. Examples of my students’ work are used as sources 
of data for evaluation.
21. My students’ test scores are used as a  source of data 
for evaluation.
22. Student, Principal, and/or Colleague questionnaires
are used as a  source of data for my evaluation.
23. My evaluation depicts my Instructional repertoire
which accommodates a  variety of learning styles.
24. My evaluation portrays my ability to engage students
and adults to assist my teaching.
25. My evaluation portrays my ability to use a  variety of
Instructional techniques.
23. My evaluation depicts my use of multiple methods for
measuring student growth and understanding,
27. My evaluation depicts my orientation to
experimentation and problem solving,
I d t i l  Proc—« 
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
Pages
Currant Proc—» 
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
Use the following scale for your responses In both columns:
4. Strongly agree
3. Agree
2. Disagree 
1. Strongly Disagree
23. My evaluation portrays my creativity and willingness
to take risks.
29. My evaluation portrays my dedication to lifelong 
learning.
30. My evaluation depicts my collaboration with other 
professionals,
31. My evaluation depicts my collaboration with parents 
of my students.
32. My evaluation depicts my efforts to grow 
professionally.
33. My evaluation portrays my extracurricular 
involvement
34. My evaluation portrays my Involvement In my 
community.
35. My evaluation depicts any awards, honors, or 
commendations I have received.
T h a n k  y o u  f o r  p a r t ic ip a t in g !
Idsal Proc—  
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
1 2  3 4
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ETSU
East Tennessee Stale University 
In stitu tion a l R e v ie w  B o a rd  * B o x  7 0 5 6 5  * J o h n s o n  C ity , T e n n e s s e e  3 7 6 1 4 0 5 6 5  * ( 6 1 5 ) 9 2 9 * 6 1 3 4
TO : Sandra L. Sanders
FROM : David N. Walters, M.D., Chairman 
Institutional Review Board
DATE: August 11,1995
SUBJECT: Teacher Attitudes Concerning the Professional Evaluation Process.
IRB #95-023c
I have reviewed the above-referenced study and find that it qualifies for exemption from 
further IRB review. This study involves research on teachers' attitudes toward their 
professional evaluation process. The subjects’ right to privacy will be maintained, and 
no subjects will be identified.. Federal Guidelines Title 45--Part 46.101 allows for 
categories o f studies to be exempted from further IRB review.
If you feel it is necessary to call further IRB attention to any aspects o f  this project, please 
refer to the above-titled project and IRB# 95-023e.
I appreciate your bringing this project before the IRB for its concurrence o f exempt 
status. Good luck with your study.
Respectfully submitted,
David N. Walters, MiD.
Chairman, IRB
East Tennessee State University 
Department of Educational
Leadership and Policy Analysis 
P.O. Box 19000A 
Johnson City, TN 37614 
July 25, 1995
Dr. John O'Dell, Superintendent 
Sullivan County Schools 
Blountville, TN 37617
Dear Dr. O'Dell:
I am currently involved in a research project as a requirement 
for completion of the Ed. D. degree in Educational Leadership and 
Policy Analysis at East Tennessee State University.
The purpose of this letter is to request your permission to 
survey randomly selected teachers in the Sullivan County system,
I plan to survey attitudes of experienced teachers' concerning 
the evaluation process which may be used to assess them as 
professionals. No individuals will be identified, and I assume 
full responsibility for confidentiality.
Enclosed is a consent form for your convenience in granting or 
denying permission to contact the teachers. Also enclosed is a 
stamped, self-addressed envelope for your reply.
Thank you for your consideration and cooperation in the 
completion of this project.
Sincerely,
Sandra L. Sanders
Consent Form
Yes, you may contact randomly selected experienced 
teachers in my system in order to collect data 
concerning teachers' attitudes concerning the 
evaluation process which may be used to assess 
them as professionals.
No, you may not contact randomly selected 
experienced teachers in my system.
faui
tICMOOL *TIT»H>
780 Hamilton Rd., D-6 
Blountville, TN 37617 
July 26, 1995
Dear Colleague:
Currently, school systems in Tennessee are required to use the 
Tennessee Instructional Model and Career Ladder evaluation 
processes for assessing teachers. The addition of the standards 
being created and implemented by the National Board for 
Professional Teaching Standards may affect or alter these 
processes. More traditional competency-based methods may give 
way to alternative methods in which your input will be an 
integral part.
As a part of a research project required for completion of the 
Ed. D. degree in Educational Leadership and Policy Analysis at 
East Tennessee State University, I am investigating attitudes of 
experienced teachers concerning their current evaluation process 
as opposed to their concept of an ideal evaluation process. I am 
requesting your assistance with this project by completing the 
enclosed questionnaire.
You will find the questionnaire to be simple to complete--just 
circle the number corresponding to your first impression. Use 
the same scale for both the current process and the ideal 
process. I would suggest that you complete the questions for the 
current process and then go back to consider your concept of the 
ideal process.
Two terms may require definition before you begin:
Reflective Writing— written communication in which 
individuals identify their thoughts and understanding of 
those thoughts.
Standard--unit for measuring the critical aspects of 
exemplary teaching practice.
Thank you in advance for your thoughtful participation in the 
completion of this study. I look forward to reading your 
responses.
Sincerely,
Sandra L. "Sandy" Sanders
APPENDIX D
Percentages of Responses on the Teacher Evaluation 
Survey for the Current and Ideal Evaluation Processes
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Appendix D
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process SD. 12 A SA
l . Considers E C 10.2 40.8 42.9 6.1
my
professional
I 0.0 6.0 40.0 54.0
growth or M C 11.8 47.1 37.3 3.9
change I 1.9 5.8 44.2 48.1
S c
I
12.5
4.9
42.5
2.4
40.0
31.7
5.0
61.0
2. Shows E c 10.0 40.0 44.0 6.0
process and 
final product
I 0.0 4.0 50.0 46.0
M c
I
13.7
1.9
45.1
7.7
41.2
50.0
0.0
40.4
S c
I
12.2
2.4
31.7
4.9
48.8
31.7
7.3
61.0
Note: Missing values are excluded from the table.
E = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD m strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation.Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process £12 D & SL
3. Results E C 26.0 36.0 30.0 6.0
in collection 
of favorite
I 2.0 10.0 62.0 26.0
or personally M c 25.5 45,1 27.5 2.0
important
work
I 5.9 17.6 51.0 25,5
S c
I
17.1
4.9
65.9
26.8
12.2
46.3
4.9
22.0
4, Traces E c 32,0 50.0 18.0 0.0
evolution of 
one or more
I 0.0 22.0 54.0 24.0
projects or M c 27.5 49,0 23.5 0.0
products I 5.6 15.4 55.8 23.1
S c
I
29.3
2.4
46.3
26.6
14.6
39.0
9.8
31.7
Note: Missing values are excluded from the table.
& = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD s Strongly Disagree, D = Disagree, A = Agree, SA « 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal -Evaluation Processes
Survey Item Group Process SD D A SA
5. Causes E C 18.0 40.0 32.0 10.0
the I 0.0 18.0 46.0 36.0
collection of
samples of my M C 15.7 35.3 43.1 5.9
best work I 5.8 15.4 50.0 28.8
S c 19.5 43.9 29.3 7.3
I 7.3 19.5 41.5 31.7
6. Documents E c 16.0 40.0 36.0 8.0
professional I 2.0 6.0 52.0 40.0
achievement
M c 11.5 48.1 38.5 1.9
I 0.0 5.8 51.9 42.3
S c 9.8 39.0 39.0 12.2
I 4.9 2.4 46.3 46.3
Note: Missing values are excluded from the table.
E = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD o strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Append ix D {continued)
Percentages of.Responses.on the Teacher Evaluation Survey
for the Current and_Ideal Evaluation Processes
Survey Item Group Process SD E A SA
7. Causes E c 6.0 12.0 62.0 20.6
reflection I 0.0 8.0 32.0 60.0
and self-
evaluation M c 5.9 23.5 52.9 17.6
I 1.9 1.9 32.7 63.5
S c 7.3 26.8 58.5 7.3
I 4.9 4.9 29.3 61.0
8. Input E c 6.0 8.0 62.0 24.0
into time and I 0.0 6.0 38.0 56.0
place of my
evaluation M c 7.7 9.6 57.7 25.0
I 0.0 9.8 43.1 47.1
S c 12.2 19.5 56.1 12.2
I 2.4 12.2 43.9 41.5
Note: Missing values are excluded from the table.
E = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD a Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
159
Appendix D (continued)
Percentages_of_ReBponseB on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process £12 12 A SA
9 . Input E C 24.0 45.0 21.0 10.0
into criteria I 0.0 12.0 36.0 52.0
used in my
evaluation M C 25.0 55.8 11.5 7.7
I 1.9 13.5 48.1 36.5
S c 26.8 43.9 26.8 2.4
I 4.9 7.3 41.5 46.3
10. Evaluate E c 20.0 40.0 30.0 10.0
myself as I 0.0. 6.0 42.0 52.0
part of
professional M c 17.3 36.5 36.5 9.6
evaluation I 3.8 5.8 53.8 36.5
process
S c 9.8 34.1 41.5 14.6
I 4.9 4.9 43.9 46.3
Note: Missing values are excluded from the table.
E o Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD « Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey 
for the Current and Ideal Evaluation Processes
Survey Item Group Process SE E &
11. Personal E C
input into I
results of my
evaluation M ci
process i
S c
i
12. Deter­ E c
mine goals 1
for my
professional M c
growth each I
year as on­
going part of S c
evaluation I
16.0 34.0 40.0 10.0
0.0 6.0 46.0 48.0
5.8 30.8 55.8 7.7
1.9 5.8 55.8 36.5
7.3 29.3 53.7 9.8
4.9 7,3 39.0 48.8
12.0 30.0 46.0 12.0
0.0 8.0 44.0 48.0
7.7 34.6 48.1 9.6
1.9 5.8 50.0 42.3
2.5 30.0 60.0 7.5
5.0 10.0 40.0 45.0
Note: Missing values are excluded from the table.
E o Elementary, M = Middle, S » Secondary, C = Current, I = 
Ideal, SD = Strongly Disagree, D = Disagree, A = Agree, SA & 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process 2D 22 A Sh
13. Evalua­ E C 16.0 34.0 42.0 B.O
tions helpful I 0.0 6.0 44.0 50.0
in my
professional M C 26.9 32,7 36.5 3.8
growth I 0.0 3.8 50.0 46.2
S C 9.8 56.1 29.3 4.9
I 7.3 9.8 39.0 43.9
14. Informed E C 8.0 10.0 62.0 20.0
of standards I 0.0 2.0 34.0 64.0
on which I am
evaluated M c 1.9 15.4 63.5 19.2
I 5.8 0.0 36.5 57.7
S c 9.8 34.1 39.0 17.1
I 4.9 2.4 24.4 68.3
Note: Missing values are excluded from the table.
E » Elementary, M = Middle, S = Secondary, C = Current, I « 
Ideal, SD « Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process sc U A SA
15. Stand­ E c 6.0 14.0 60.0 20.0
ards clearly I 2.0 0.0 36.0 62.0
explained to
me M c 0.0 36.5 51.9 11.5
I 5.8 0.0 32.7 61.5
S c 12.2 43.9 36.6 7.3
I 4.9 4.9 26.8 63.4
16. Stand­ E c 8.0 24.0 64.0 4.0
ards I 2.0 2.0 28.0 68.0
appropriate
for my M c 13.7 37.3 43.1 5.9
individual I 5.9 0.0 35.3 58.8
classroom
S c 12.2 29.3 51.2 7.3
I 4.9 2.4 36.6 56.1
Note; Missing values are excluded from the table.
E = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD = Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D {continued)
Percentages of Responses on the Teacher Evaluation.Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process SJ2 U h SA
17. Stand­ E C 34.0 42.0 24.0 0.0
ards individ­ I 2.0 6.0 36.0 56.0
ualized to
fit my M c 35.3 41.2 19.6 3.9
uniqueness I 3.8 3.8 53.8 38.5
S c 31.7 34.1 31.7 2.4
I 4.9 9.8 46.3 39.0
18. Class­ E c 10.0 18.0 64.0 8.0
room I 4.0 2.0 56.0 38.0
performance
used as M c 2.0 17.6 62.7 17.6
source of I 0.0 5.9 58.8 35.3
data for
evalaution S c 4.9 24.4 51.2 19.5
I 2.4 7.3 36.6 53.7
Note: Missing values are excluded £rom the table.
E = Elementary, M » Middle, S = Secondary, C = Current, I = 
Ideal, SD o strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation.Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process £2 2 & £A
19. Lesson E C 10.0 16.0 60.0 14.0
plans and/or 
other written
I 0.0 6.0 68.0 26.0
documentation M C 5.8 21.2 55.8 17.3
used as 
source of
I 1.9 9.6 59.6 28.8
data for S C 4.9 14.6 63,4 17.1
evaluation I 4.9 7.3 58.5 29.3
20. Examples E c 22.0 52.0 26.0 0.0
of students' 
work used as
I 2.0 14.0 58.0 26.0
source of M c 28.8 51.9 15.4 3.8
data for 
evaluation
I 7.7 17.3 53.8 21.2
S c
I
24.4
4.9
53.7
14.6
19.5
58.5
2.4
22.0
Note: Missing values are excluded from the table.
E » Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD = Strongly Disagree, D ° Disagree, A = Agree, SA ° 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses_on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process 22 U A SA
21. Student E C 22.9 35.4 37.5 4.2
test scores 
used as
I 28.6 41.8 25.5 4.1
source of M c 33.3 41.2 23.5 2.0
data for 
evaluation
I 21.6 39.2 33.3 5.9
S c
I
22.0
12.2
48.8
43.9
24.4
34.1
4.9
9.8
22. Student, E c 35.4 37.5 25.0 2.1
Principal,
and/or
I 14.0 31.0 47.0 8.0
Colleague M c 33.3 49.0 17.6 0.0
question­
naires used
I 11.8 31.4 47.1 9.8
as source of S c 22.0 53.7 17.1 7.3
data for 
evaluation
I 14.6 26.8 41.5 17.1
Note: Missing values are excluded from the table.
E = Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD o Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal -Evaluation Processes
Survey Item Group Process D & SA
23. Depicts E C 16.0 46.0 32.0 6.0
instructional
repertoire
I 0.0 6.0 60.0 34.0
which M C 11.5 50.0 36.5 1.9
accommodates 
variety of
I 0.0 9.6 69.2 21.2
learning S c 17.1 34.1 41.5 7.3
styles I 0.0 9.8 53.7 36.6
24. Portrays E c 22.0 42.0 34.0 2.0
my ability to 
engage
I 4.0 14,0 60.0 22.0
students and M c 11.5 53.8 30.8 3.8
adults to 
assist my
I 3.9 13.7 66.7 15.7
teaching S c
I
7.3
0.0
53.7
14.6
36.6
53.7
2.4
31.7
25. Portrays E c 6.0 20.0 66.0 8.0
my ability to 
use variety
I 0.0 4.0 54.0 42.0
of M c 3.8 30.8 57.7 7.7
instructional
techniques
I 0.0 3.8 71.2 25.0
S c
I
12.2
0.0
31.7
7.3
46.3
43.9
9.8
48.8
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Currents_and_IdeaL_-Evaluation Processes
Survey Item Group Process sn E A SA
26. Depicts E C 8.0 42.0 46.0 4.0
use of 
multiple
I 0.0 4.0 60.0 36.0
methods for M C 9.6 46.2 38.5 5.8
measuring
student
I 0.0 9.6 67.3 23.1
growth and S C 9.8 41.5 43.9 4.9
understanding I 2.4 9.8 51.2 36.6
27. Depicts E c 16.0 42.0 42.0 0.0
orientation 
to experi­
I 0.0 10.0 62.0 28.0
mentation and M c 17.3 51.9 26.9 3.8
problem
solving
I 1.9 9.6 61.5 26.9
S c
I
12.2
0.0
51.2
12.2
34.1
63.4
2.4
24.4
Note: Missing values are excluded from the table.
E = Elementary, M * Middle, S = Secondary, C = Current, I = 
Ideal, SD o Strongly Disagree, D » Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and_Ideal Evaluation Processes
Survey Item Group Process sn 2 A £A
28. Portrays E C 21.3 46.8 23.4 8.5
my creativity I 0.0 4.3 60.9 34.8
and risk-
taking M C 15.4 61.5 23.1 0.0
I 3.8 7.7 59.6 28.8
S C 12. S 47.5 37.5 2.5
I 0.0 15.0 55.0 30.0
29. Portrays E c 19.1 34.0 36.2 10.6
my dedication I 0.0 0.0 51.1 48.9
to lifelong
learning M c 21.2 50.0 25.0 3.8
I 1.9 5.8 61.5 30.8
S c 12.5 50.0 35.0 2.5
I 0.0 10.0 50.0 40.0
Note: Missing values are excluded from the table.
E o Elementary, M = Middle, S » Secondary, C = Current, I = 
Ideal, SD o strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and Ideal Evaluation Processes
Survey Item Group Process £12 12 & 2A
30. Depicts E C 25.5 46.9 21.3 4.3
my
collaboration
I 0.0 14.9 51,1 34.0
with other M C 21.2 59.6 19.2 0.0
professionals I 0.0 15.4 59.6 25.0
S C
I
12.5
0.0
52.5
17.5
35.0
40.0
0.0
42.5
31. Depicts E c 25.5 53.2 19.1 2.1
my
collaboration
I 0.0 14.9 48.9 36.2
with parents M c 19.2 61.5 17.3 1.9
of my 
students
I 1.9 9.6 63.5 25.0
S c
I
12.5
2.5
55.0
17.5
32.5
50.0
0.0
30.0
Notet Missing values are excluded from the table.
E s Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD = Strongly Disagree, D a Disagree, A a Agree, SA a 
Strongly Agree
(table continues)
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Appendix D (continued)
Percentages of Responses on the_ Teacher.. Evaluation Survey
for the Current and Ideal Evaluation.Processes
Survey Item Group Process SJ2 22 A £A
32. Depicts E C 21.3 29.8 42.6 6.4
my efforts to I 0.0 4.3 57.4 38.3
grow
professional­ M c 15.4 40.4 42.3 1.9
ly I 0.0 7.7 57.7 34.6
S c 15.0 37.5 40.0 7.5
I 2.5 5.0 52.5 40.0
33. Portrays E c 32.6 34.8 26.1 6.5
my extra­ I 2.1 19.1 48.9 29.8
curricular
involvement M c 26.9 44.2 26.9 1.9
I 7.7 9.6 57.7 25.0
S c 22.5 40.0 30.0 7.5
I 7.7 20.5 41.0 30.8
Note: Missing values are excluded from the table.
E = Elementary, M = Middle, S o Secondary, C « Current, I = 
Ideal, SD = Strongly Disagree, D = Disagree, A - Agree, SA = 
Strongly Agree
(table continues)
171
Appendix D (continued)
Percentages of Responses on the Teacher Evaluation Survey
for the Current and.Ideal Evaluation Processes
Survey Item Group Process £2 2 A £A
34. Portrays E c 37.0 47.8 13.0 2.2
my
involvement
I 4.3 14.9 55,3 25.5
in the M c 30.8 50.0 19.2 0.0
community I 9.6 23.1 50.0 17.3
S c
I
22.5
12.5
57.5
25.0
15.0
40.0
5.0
22.5
35. Depicts E c 37.0 39.1 19.6 4.3
awards, 
honors, or
I 8.5 27.7 38.3 25.5
commendations M c 30.8 50.0 19.2 0.0
I have 
received
I 7.7 11.5 53.8 26.9
S c
I
22.5
7.5
47.5
22.5
30.0
45.0
0.0
25.0
Note: Missing values are excluded from the table.
E t* Elementary, M = Middle, S = Secondary, C = Current, I = 
Ideal, SD - Strongly Disagree, D = Disagree, A = Agree, SA = 
Strongly Agree
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